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INTRODUCTION,

This monograph vesulis fromn a series of papers presented at
Brevard Community College during the 1975-76 academic
year as part of a lecture scries in postsecondary education,
The lecture series was one of several professional develop-
ment activities made possible through Staff and Program
Davelopment funding. I{ is envisioned that the €55ays con-
Tained herein will serve as a cataiyst for discussion fromn
which innovative and exciting ideas will result.

The fourth quarter of the twentieth century will provide
meny new challenges for postsecondary education. The
“new” student in higher education, the increased role of
government in the affairs of colleges and universities, and the
increased demand for accountability and sharing of resources
are several of the issues that will impinge upon the educa-
tional process and must therefore be addressed. The need to
engage in sound educaticnal planning, to create an environ.
ment which meximizes learning, and to introduce innovative
and hurnanistic processes into the total educational program
are certain to take on added importance as we approach the
turn of the century.

The editors wish to express their appreciation to Sally Larson,
Kay Kehoe and Nina Miller for their assistance in the prepara-
tion of the manuscripts, A special thanks is extended to those
leaders in education who visited the College to identify and
ciscuss some of the Contemporary Issues in Postsecondary
Education. N - - -
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1984: WHAT GOVERNANCE
FOR
COMMUNITY COLLEGES?

by
Louis W, Bender

When Bob Breuder asked me to be with you back in
QOctober, he suggested that I talk to you about some of the
state and federal developments which could have implications
for the community college. Bob had just read a monograph I
prepared for the American Association of Community and
Junior Colleges titled The States, Communities, and Control
of the Community College, He felt that that publication
would be an appropriate basis for the paper he was asking me
to present today. I asked him to confirm his invitation by
letter and to indicate the title or topic which he would like
me to address. So I want all of you to know that the title of
this paper was developed by Eob Breuder, not me. I'm not
sure whether he chose 1284 because of the famous book on
“Big Brother” or because he assumed I would present some-
thing that is “far out.”

The AAGJC monograph was written as a result of a
meeting convened one year ago this inonth by Ed Gleazer of
past presidents and chairmen of the AACJC Boards from
1966 through 1974. That group was discussing ‘“What’s
Ahead of Us on the Horizon?” A major concern on il:e hori-
zon identified by that group was the drift toward state con-
trol and then that group commissioned Ed to have a
monograph developed.

One of my major theses within the monograph was that
too many of us are aiming at the wrong target when we
conclude that the governance of the community college is in
jeopardy because of the drift toward state control. Too
frequently, I believe, we think in terms of the incumbent
officials in the state agency responsible for community
colleges without examining the precursors which are bringing
about more paper work, greater formalization, and restrictive
procedural requirements. I believe the federal government
becomes a major villain when we examine t.e problem in
depth and more thoroughly.

This coming week NCHEMS (The National Center for
Higher Education Management Systems) will hold its 1976
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National Assembly. One of the topics to be addressed is
titled “The Federal Government: The Third Party in Institu-
tional-State Relations”. I intend to give you some evidence
today that the topic might be better retitled, “The Federal
Government: The Firsi Party in Institutional-State Re-
lations.”

Now why should you as individual faculty and staff
members be concerned or interested in the topic identified
by Bob Breuder or by the position which I will be presenting?
How will this in any way impinge upon your day-to-day
activities? Well, it may be indirect and subtle, but each one of
us here most assuredly will feel the growing presence of
federal involvement. Art Cohen recently expressed his con-
cern in a speech titled “Will There Be a Community College
in Year 2000?”

Nature and Growth of Federal Role

The historic tenet that education is a responsibility of
each state seemed to survive for the first century of our
country. When grants of land were made for the benefit of
education during the “Northwest Territory” expansion, there
were no strings attached. The federal land (or the funds from
the sale of federal land) was for the purpose of education but
no policing and no directional control was exerted from the
federal level at that time. With the passage of the Morril Act,
we find the first subtle intrusion which probably was not
even viewed as significant at that time. The Morril Act re-
quired that any institution endowed with the federal land or
funds was to be state controlled. Several states demonstrated
the art of satisfying governmental requirements while main-
taining their own independence by creating quasi-public
institutions. In New York State, Comell University is really
made up of two entities, one private and the other, an agri-
cultural and mechanical component, is state or public.
Pennsylvania State University is still described as a ‘“‘state-
related” institution since it was able to maintain its private
status while qualifying for the land grant designation in that
state.

The Second Morril Act of 1890 moved more visibly
toward federal encroachment when it specified that the
president of every land grant college would submit an annual
report to the Secretary of the Interior and the Secretary. of
the Treasury. Again, the requirements imposed in order to

2 7



receive federal funds probably did not seem to be much, In
reality, however, there had been a shift from a “no strings”
posture to one of mandatory reporting by the centennial
anniversary of our country,

Now let us look at the nature of the federal role from
the 1960s to the present which should enable us to project

based upon an incentive principle whereby federal dollars are
used to entice states or institutions to participate while
assuming concomitant obligation consistent with the par-
ticular purpose or program. Federal programs have under-
standably evolved as national crises or national interests have
emerged.

A recent monograph developed by the Institute for
Educational Leadership at the George Washington University
analyzes the incentive grant approach in higher education
during the past fifteen years. It lists four discreet thrusts
which have developed by examining the pattern of grants
which have been made. The first major area or thrust was
directed toward pure research. This could be easily associated
with Sputnik and the race to the moon. The second was im-
proving teaching and learning in response to student protests
and the campus unrest of the sixties. Community outreach
and manpower training areas was the third major thrust in
the early seventies precipitated from social and economic
issues. The fourth in the past few years has been pressure for
cooperation and resource sharing among institituons in re-
sponse to declining resources, Now all of these priorities seem
worthy and certainly consistent with the interests of commu-
nity colleges in Florida or in other states, The difficulty is,
however, that the incentive grant approach must have some-
one or somebody establishing the priorities and making the
decision as to which institutions and states will receive the
funds. Here we find not only the priorities of Congress in the
various legislative acts of the 60s and the 70s; but also, the
personal interpretations and values of central staff at the
federal level who review proposals and who have the real
power in determining the grants sweepstakes.

Let’s now examine some of the specific federal pro-
grams and how they are impacting upon state and local
community college governance. The Higher Education Facili-
ties Act of 1963 initiated two significant federal provisions
related to governance. The first called for state plans so that

3
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the facilities monies could be used equitably. None of us
would argue with the principle, nor would we feel that plan-
ning which resulted since that time has not been desirable.
But students of systems would immediately caution us that
it is not so simple, since state plan: for facility development
necessarily is inter-related with curriculum and program offer-
ings, personnel, and a myriad of other facets of institutional
operation. An immediate requirement emanating from the
federal level was for more information to be sure the federal
monies were used appropriately for educational facilities.
We had the beginning of HEGIS (Higher Tducational General
Information Survey) which began with only a few areas of
information and data being sought and which now has ex-
panded to nine different areas. Privite institutions which
had jealously maintained autonomy and even secrecy of
operations were for the first time forced to comply in order
to receive federal monies.

Let, us now jump to the Higher Education Amendments
of 1972 where a dramatic shift occurred both in the
philosophy of operation and potential implications for
governance structures, Whereas the federal programs of the
sixties had been institution-based to a great extent, the basic
educational opportunity grants of 1972 were predicated upon
a “free or open market” principle. The concept was that
institutions would become more accountable if the student
consumers were provided the funds and thus as consumers
would shop for excellence in educational programs. Few
recalled that the state plans advocated from the federal level
in the mid 60s were intended to reduce competition, chaos,
and conflict among different institutions. The eatly role and
scope concepts of state master plans designed to foster
specific missions and purposes for different segments of insti-
tutions were abruptly and almost totally disregarded in the
new shift. As a result, one of the governance problems con-
fronting many states today is the dilemma of competition
and duplication of offerings among both public and private
institutions.

Emerging Federal Role

In an article in the December issue of the Kappan
magazine, I cautioned colleges and universities to be aware of
the consumer protection strategies being proposed by the
Federal Trade Commission for the profit-oriented proprietary
sector of postsecondary education. With the open market

+ 9



concept of the 1972 Amendments, Congress declared its
intent to go beyond the earlier concept of higher education
and to encompass all of postsecondary education, including
proprietary schools. With that action, students receiving
federal grants can attend a proprietary school as well as a
community college or any other postsecondary institution.
The proprietaries, however, are regulated by the Federal
Trade Commission (FTC) since education or training becomes
a commodity when the profit motive is considered. One of
the major responsibilities of the FTC is consumer protection
and it has for the last year been investigating the practices of
proprietary schools and has now proposed new guides which,
if formally adopted later this year, could have immediate
implications for proprietary schools and, [ believe, future im-
plications for all postsecondary institutions.

Let us review first some of the precursors to the FTC
action. Carolyn Helliwell of the American Institutes for
Research in Palo Alto, California conducted research into
complaints registered with the FTC and the U.S. Office of
Education. Dr. Helliwell categorized the “incidents” or com-
plaints which were addressed to agencies. A summary of
complaint categories identified were:

1. Inequitable refund policies and failure to
make timely tuition and fee refunds.

2. Misleading recruiting and admission practices.
3. Inadequate instructional programs.
4. Inadequate instructional staff.

5. Lack of necessary disclosure in written docu-
ments.

6. Inadequate instructional equipment and facil-
ities.

7. Lack of adequate job placement services
(if promised), and lack of adequate follow-
through practices.

8. Lack of adequate student selection/orientation
practices. 10
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9. Inadequate housing facilities.
10. Untrue or misleading advertising.

11. Lack of adequate practices for keeping student.
records.

12. Excessive instability in the instructional staff

[
e

Misrepresentation or misuse of chartered,
approved, or accredited status.

14. Lack of adequate financia! stability.l

All of us would acknowledge the desivability for con-
sumer protection. I am sure we would also acknowledge that
many non-profit public and private institutions would be
vulnerable to the same complaints as those leveled at the
proprietaries. In fact, the courts already have numerous cases
on the docket under several of those categories which are
aimed at public or private institutions.

There are two dangerous governance implications which
the U1.S, Office of Education for addressing the problem of
consumer protection is the advocacy of a regulatory ap-
proach. The American Institutes for Research has itself
received a grant from the Office of Planning, Budgeting, and
Evaluation of the U, 8. Office of Education to develop
“consumer information” as opposed to ‘“‘management infor-
mation” for use by USOE. Now notice how the governance
becomes enmeshed for we now find the American Institutes
for Research offering as one strategy to have accrediting
associations assume the regulatory or policing responsibili-
ties associated with consumer protection. That organization
proposed that there are four potential approaches including:

1. Turning the entire regulatory function over

to the states and improving their regulatory
effectiveness.

to the private accrediting bodies and im-
proving their regulatory effectiveness.

i1
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Turning the entire regulatory function over
to a super federal agency or

4.  Any combination of the above.2

Notice that the organization does not acknowledge the
role of the local institution. It should be clear, however, that
there would be significant changes in the governance of
community colleges under any one of the four proposed
strategies.

The second dangerous implication can be seen in the
proposed new regulations of the FTC aimed at the pro-
prietary schools. Let me acknowledge that I personally
believe that the proprietary sector and other interests will
ultimaiely force similar rules or requirements upon the non
profit educational institutions if the FTC adopis the pro-
posed new rules. The rules cover advertising, disclosure, and
conling off and refund requirements. Now recognize that
community colleges advertise before nearly every new aca
demic session through public media. The catalogue of the
institution can be classified as advertising as well, Admissions
officers when counseling a student are also conducting a form
of advertising and thus would come under the new rules. The
FTC is interested in guarantees against false or misleading
advertising, a most desirable objective. But note how the
governance of the community college would be affected. In
order to do any advertising, concerning career programs or
possible employment opportunities of students, the institu-
tion would have to clearly document how the program had
been successful, In other words, it would be necessary to
show exactly who had completed programs at the institution,
where they were employed, the salary they received and how
soon after completing the program they had been employed.
In addition, the disclosure provision calls for the institution
to clearly identify the number of students enrolled in each
program, the number and percentage of those who dropped
out before completing the program and then what happened
to those who in fact did complete the program. Think of the
students in your classes. Could you clearly identify what
happened to each student including date of employment,
salary, and so forth? How would your department be judged
in the eyes of the public if you were required each quarter
to provide public disclosure of the number of students who
dropped out and those who did not find employment in the
field for which they had prepared?

7

12



The cooling off and refund reguirements proposed by
the FTCis intended to protect the constamer against Anstitu-
tions retaining funds fox which services were not rerdexed.
Again it is a desirable principle but exarmine the procedutes
proposed. Under the coodling off requirement, each student
who registers for admissiora must be serat through certified
mail an explanation of the disclosure provision ind then
given ten days to ‘ool off”” as it reltes to admission.
Imagine the amount of furads which would be foxrcedupon
your college budget by the postage expense slone! The pro-
cedure, hoswewer, requires that the institution include an
““affirmation reply form” in which the studemt must sign
indicating a reaffirmation of desire to be admitted to the
institution. If the studentfails to retuwn the affirmatiora form,
then the inustitution is obligated to refund any monies praid to
the institution at-the tim e of registxation,

Consicler the confasion, considler the cost of such a
procedure. Xn an editorial in the last issue of Change
magazine, George Bonbum illustrates some of the conse-
qguences of thie xmyriad of new federak regulations which
endanger every instination, They irxclude:

1. This wears total cost to higher educational
instittioms of federally mmandated programs
done is estirnated by Change at $2 billion ~
or the equivalent of the total of al voluntary
giving to institutions of higher education.

Sorme federal agencies play a cat-and-mouse
game with colleges and universities, giving
them, in effect, as littke as one week's motice
{o comply wiith complex regulations and legis-
lati on.

3. At the state Level, we estimate that with every
new bureaucrat added to the legishtive or
executive payroll o ovexsee postsecondary
eduacation, another three college and uni-
versity admimistrators mast be added in a

typrically populous state,

4. “Affirmative Action” advertising, [federally
imposed on the colleges and univesities, is
now estimated to cost institutions at least $6
milliorr a yeax, though few professional place-
ments everresult from such national advertise-
ments.

5. The Internal Revenue Service is now threaten-
ing to withdmaw tax-exempt status from any

+ 13
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educational ]ﬂstltutmrl- private or public-
that does not pxactice “equal opportunities”
in its recraitment of shadents,

6. Other governmental agencies demnand count
less bits of wuseles data, from the names and
addresses of all incoming studemts to a de
tiiled analysis of how facully spend theeir
time. Follow-up data of recemt alurni must
now be compriled arid published for the beme
fit of student applicarats, whuile somme states
demand a complete accounting of every pxo-
fessional rmemnbexship fee, every joumal suab
scription, and evary gros of paper clips spesnt
by an educatiorsl institutiors, down to the
last doRlar.

1. Slate accountability requiremaents often par-
allel federsl requirements, but often exceed
thern, duplicating and triplicating data collec-
tion and reporting-out procedures. And xe
gional offices of federal agencies- parxticularly
those of Health, Education and Welfare— wrill
often go beyond those requirements mau-
dated by Washmgtm, thus creating fusrthier
havoe in some regiors of the couniry.’

And 1984

Notice that in my discussion of federal legislation I hawe
not comruernted on the Smith-Hughes and other Vacatiornil
Education A.cts. This was deliberate for it mnay be that the
goverrance of 1984 will closely pardlel that which ha
evalved fromx vocationa education 1eg1$]at:lox1, As you Enow,
the Smuith-Hughes Act was unique for various reasons. First,
it was the only significant education legislation at the federd
level which camee about as the yesult of lobbying from the
educatiors sector prior to the Emergency Comnittee on Fuall
Funding during Nixon’s administration. Secondly, the Smith
Hughes Act was designed by Vacationa educatons with the
goal of protecting themnselves against infrusion or defeat from
the academic groups which has historicdly down-played vo-
cational education- To accomplish this,. am entirely new
governmunce amd adminiistrative stxucfure was created from the
federal tor the institutional level. That is the xeason why we
have the Division of Vocational Education #n Fllorida which is
really program-oriented while the Division of Community
Colleges and the Board of Regents axe imstitution~oriented, 1f
ve study the comequences of that legidation, we soon firnd
- an exceedlingly tight control from the federal lvel with pre
scribed reporting forms, specific criteria, and even course




content guideliries which in many states brecome prescriptive
and mandatory at the local level We know aso that a txe
mendous bureavcracy has developed withe thousinds at the
federal level arxd hundreds of bereaucrats at each state lewel
that are expected to cawry ot prescribed regulatory and
control provisions, At the rate amd im the dlirection of presemt
federal involvernent, I would suggest a real danger exists for
more and more federal prescriptiona with many offices and
bureaus being established at state capitals to police and to
control, As noted in the Change editoris, we aready see thris
in affitmative action requitements and it would be possible
to list many more if we had more tirme,

Some Questions

I would hope that the faculty and staff of Brevawxd
Community College would give serious thought £o Five ques
tions I shall present. [tis my beslief that commumnity colleges
are best equipped to counteract the posible gowermance
model [ have described for 1984, This can only he dorze,
however, if all of us in the community colleges begin to
identify the problems and isues and to work collectively
with other com munity collegles o force our rational leaders
and the members of Congress to <haxge direction. Armong the
questions that I would leawe withs you for discuassion are:

1. The Problem of Mision

Fow can the community college clearly es
tablish its rmission s thatit will be understood
boti within and with out the institution? What
can be dorxe o bxing about public cognizance
of and govermmental suppoxt for £he cormmu-
nity college as a distinct dnstitutiorn with a
specific role and seoepe different from other
postsecond ary institu tioms?

2. The Problem of L.ocu s of Palicy-Makirg

How can the community college maintain its
indiwiduaity and diversity reflective of its
indigenous epviromment in view of the press
for stanndardization and uniformity ermanatirg
from federal amd state policies and pro
cediares? How camn the comnunity college be
reponsive o cormmunity education needs if
the locus of policy and priority-pnaking is at
the state rather than he locallevel?

10 15



The Problem of Overlapping Jurisdictions

‘What can be done to counteract or accomo-
date the growth of overlapping and competing
bureaucratic jurisdictions at federal, regional,
and state levels which impinge upon the

operation of the community college? )

The Problem of Internecine Warfare

What can be done to avoid the internecine
conflicts among postsecondary education in-
stitutions, including community colleges,
growing out of competition of the free-market
principle which has superseded earlier role and
scope philosophies of state coordination?
What safeguards can be taken to avoid conflict
within the community college sector itself?
The Problem of Local Initiative

What can be done to foster and promote local
injtiative?

How does the local community college inter-
act in the political process so that its mission
can be achieved?4

16
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Louis W. Bender. “Will Government Patronage Kill
the Universities?”” CHANGE, December-January,
1975-76, pp. 10-11.
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INSTITUTIONAL GOALS:
AN ESSENTIAL INGREDIENT
IN EDUCATIONAL PLANNING

by

Robert L. Breuder
Maxwell C. King

More than 1900 years ago the Roman philosopher
Seneca concluded, “When a man does not know what harbor
he is making for, no wind is the right wind.” Similarly, we
may conclude, an educational institution today, which has not
identified and set forth clear and explicit goals will be unable
to provide the necessary focus and direction needed to
achieve its prescribed mission, Peterson expressed the urgency
of establishing goals when he says:

“It seems essential in these times that colleges arti-

_culate their goals; to give direction to present and
future work; to provide an ideology that can nur-
ture internal cooperation, communication, and
trust; to enable appraisal of the institution as a
means-end system; to afford a basis for public un-
derstanding and support. Indeed, the college with-
out the inclination or will to define itself, to chart
a course for itself, can look forward to no future -
to a kind of halfilife of constantly responding to
shifting pressures -— or to a future laid down by
some external auﬂmrity,l"

One would suppose that by now the question of edu-
cational goals would have been fairly well settled, and the
problem of how to define them would have found some use-
ful answers. But the question is still very much open. The
problem of goals is today, more than ever, a top priority and
a largely unsolved problem. In spite of all the hard thinking
and earnest talk about educational goals and how to define
them, the goals produced have been essentially non-functional. -
There are many reasons why they have been non-functional

1Pefersan, Rlchafd E The C‘nses of Purpose: Definition and
Uses of Institutional Goals Educational Testing Service,
Princeton, New Jersey, p. 11. 1 9 :
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but among the most common are: 1. too much reliance on
the magic of words; %, too little public participation in for-
mulating goals; 3. too httle understanding of what a goal is;
and, 4. too great a readiness to assume that goals are already
established and require only to be achieved. Such weaknesses
must be overcome if goals are to successfully serve their
intended purpose.

The goals of which Peterson speaks are derived from the
instifution’s mission statement — a statement of single
purpose which is a hoped for accomplishment. Goals are
usually broad and may not be quantifiable. Once goals have
been established, measurable objectives can then be set, and
strategies for obtaining them devised. By evaluating each -
sifategy in te. ms of resources needed and possible outcomes,
a plan of action can be determined.

In general, there are two kinds of goals: outcome and
support (process). Outcome goals are ends the college seeks
to realize and are eventually translated into precise, measur-
able objectives. Goals of a supportive nature, when attained,
facilitate reaching the outcome goals. Essentially, they are
intended to optimize previously identified outcome goals.

Institutional goal determination has two end-products:
identification of goals and establishment of priorities among
goals. An institution’s “goals structure,” its rank ordering of
goals, can be said determined when some level of consensus
has been reached through a process that is democratic and
participatory. Guals must be developed which accomodate
the needs of diverse constituencies and respond to changing
and conflicting societal demands. In order for an institution
to identify goals considered important by the community it
serves, it must identify a method of transforming expressed
needs into meaningful goals.

PURPOSE OF STUDY

During the three year period 1972-75, Brevard Commu-
nity College committed iiself to participating in a Florida
C@mmunityljuniﬂr C@llege Needs Assessment Gansurtium

cover the Educatmnal needs of the cammumty, as well as
classify, organize, and prioritize them for each college to use
in its administrative decision-making process.

i5
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A major component of the overall Needs Assessment
Consortium activity was to identify an effective process
through which a community/junior college “family” could
revise college goals in line with identified community needs.
In addition to participation in other consortium activities,
Brevard Community College undertook and completed the
specific mission of designing and testing a goals-setting
model which would interface with the community needs
the model which was to be developed should involve all
affected interest groups (e.g., students, faculty, staff, admini-
strators, trustees, and community representatives), prioritize
identified college goals, and be directly related to community
needs. The purpose of this paper is to present selected data
collected through implementation of the designed institu-
tional goals-setting model and demonstrate how it can be
used in educational planning.

GOALS-SETTING MODEL

Several factors were used as guidelines in the develop-
ment of the goals-setting model. If the model was to serve
its intended purpose, it would not only need to be relatively
easy for institutional personnel to comprehend and imple-
ment, but be economically feasible in terms of output re-
ceived, account for differences among institutions, and
be reflective of both the nature and purpose of the
community /junior college.

The goals-setting model contained nine steps ranging
from the creation of a college committee and appointment of
a project director, through the preparation of institutional
objectives.  The goals-setting process was designed to
commence in September, and to be concluded by April uf
the same academic year. Institutional goals were determined
through a combination of commiitee deliberations and
community input obtained through the administration of a
survey instrurment.

The survey instrument selected for use was the In-
stitutional Goals Inventory (I.G.L) developed by the Edu-
cational Testing Service. The LG.I. was judged to be
superior (in terms of goals statement coverage, flexibility, and
ease of administration) to other known goals inventories.

The I.G.I. is a tool used by many college communities
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to delineate goals and establish priorities among them, The
instrument does not tell colleges what to do in order to reach
the goals. Instead, it provides a means by which many indivi-
duals and constituent groups can contribute their thinking
about desired institutional goals.

The inventory is composed of 90 goal statements - state-
ments which attempt to conceptualize, in a meaningful way,
the spectrum of goals of American colleges and universities
in the early 1970’s - divided into twenty goal areas. There are
four goal statements per goal area with ten goal statements
categorized under the rubric “miscellaneous.”’ The twenty
goal statements are divided into thirteen outcome goals and
seven process goals,

For each of the goal statements appearing in the inven-
tory booklet, the respondent is asked to check the degree of
importance of the institution on a five point scale. In
addition, they are asked to respond to the goal statements
both in terms of perceived existing goals and goal preferences
“is” and “should be”’).

Three of the most important features of the 1.G.I. are:

goal statements written by local campus people to cover goals
of special relevance to the institution and not included in
the inventory; 2. an institution can determine the goal
opinions of up to five different groups (e.g., students, "iculty,
administrators, community personnel and staff); and, 3. in-
stitutions in a consortium, for example, could combine their
data for analysis so long as similar keying techniques were
followed.

POPULATION AND SAMPLE

The population in this investigation consisted of:
1. residents of Brevard County; 2. full-time and part-time
students attending Brevard Community College; 3. full-time
instructional faculty at Brevard Community College; and,
4. administrative personnel at Brevard Community College.

Sample

All administrative personnel (N=46) and full-time in-
structional faculty (N=190) were selected to participate in

w17
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the investigation. A random sample of 300 Brevard Commu-
nity College students and 300 Brevard County residents was
drawn. Eight-hundred and thirty-six persons were asked to
complete the [.G.I.

Four-hundred and forty-six (53%) Institutional Goal
Inventories were returned and considered usable. Figure 1
shows the number and percentage of returns by suh-group.

Figure 1
NUMBER AND PERCENTAGE OF INVENTORY RETURNS
BY SUB-GROUP

Sub-Group

BCC Administrators 46 14

BCC Faculty 190 155 82
BCC Students 300 138 46
Brevard County Residents 300 109 _36_
Totals (836) (446) (53)

RESULTS
Abstract

Data gathered through the administration of the L.G.IL
permitted the following observations to be made:

. even though there is considerable agreement on what
“is” and “should be” the goals of the college, there
also exists significant disagreement;

. there are some significant differences of opinion of
what “is” and “‘should be’’ the priority of goals at the
College;

. whereas the four respondent sub-groups often agree
on what *‘is” and ‘‘should be” the goals of the College,
significant differences in perception are frequent; and,

. goal priorities for one sub-group are generally not
shared by other sub-groups.
23
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Findings

Table 1, on page 20, presents goal area summaries for the
total group rank ordered by “is” and “‘should be” means and
discrepancy factors. This table shows that inventory respon-
dents believe greater importance “should be” given to each
of the twenty goal areas than currently “is”. The goal area
with the largest discrepancy is individual personal develop-
ment (+1.23), with community (+1.17) and intellectual
orientation (+1.14) following respectively. The smallest dis-
crepancy factors are in the goal areas cultural aesthetic
awareness (+.36), freedom (+.46), and accountability/
efficiency (+.59), respectively, indicating that the College is
more on target.

Respondents clearly feel that vocational preparation
“is”” and “‘should be” the most important goal at the College.
Although academic development “is” currently perceived as
the second most important goal area, respondents felt that it
“should be” ranked sixth, The reverse is true for community.
Traditional religiousness. advanced training, and research
are considered of low importance as goal areas. In comparing
“is” and ‘““should be”” mean rankings, it can be seen that in six
( intellectual orientation, individual personal development,
human altruism, democratic governance, community, and
intellectual/aesthetic environment"” of the twenty goal areas,
the “should be’” mean is ranked higher than the “is” mean,

Although “advanced training” is considered to be of low
importance as an institutional goal, the standard deviations of
1.04 (“is” mean) and 1,44 (“should be” mean) would seem
to indicate that there is more disagreement among respon-
dents than in other goal areas. A standard deviation of .70
indicates that there is more agreement among respondents as
to whether ‘vocational preparation™ *“should be’’ a goal at
the College than whether it “is” a goal. The appearance of
“vocational preparation,” “community,” “individual personal
development,” and ‘“‘meeting local needs” among the top five
“should be” goals, reflects the nature and purpose of the
community college.

Goal area discrepancy factors rank ordered by sub-
group are depicted in Table 2. From the data presented in
this Table, it can be seen that faculty members are the only
sub-group which did not rank the goal area “individual
personal development” number one in terms of discrepancy

24



TABLE 1:
GOAL AREA SUMMARIES FOR TOTAL GROUP AANK ORDERED BY “15™ AND “SHOULD BE” MEANS AND
DISCREPANCY FACTORS

— 7 " o
] Rank
S 2 i B +82 1%
*={an £ 2

a7 ] 4.8 a .14 3
L&) .79

individusl Farwnal s 1 404 3 1.3 i

Dvalapmint [& -] a8

Humaniam/Alruiim 258 13 359 1 +#.01 4
(£ 1] .03

Cultural Awithstic Ea 1 1 7 14 +38 18

Awarsran L.85) {8

Traditionsl Raligiauineis 174 18 1% +59 18
[E)1)

Vorstianil Pregarstion 338 1 1 + 08 3
(.90}

Advuncad Triining in 18 18 + 80 1E
11.04)

Rasiarch im 17 17 +83 13
Lan

Mating Logsl Newdt EA L) 3 ] +.78 i
L85

Public Servica n 12 12 77 i
(.83)

Sochal Egifitarisnism 256 7 i X F
(&3]

Spcigl Critieiem/ Zaa 14 18 +82 14

Activiem [£:1]]

SOALS

142 & 348 k] + 48 18
t1.o0} i
m 1 378 7 + 97 B
(.92) (£}

Community R L} 418 H .17 H
(& 1] [&2)]

Intatisctusl/ Ansthatic FA k] 15 178 7 +5 7

Erviroremnt (£ ] 187}

.

Treatan m ] is8 ? +82 |
(€] 81

- Campus Lusrning 27 1% ip 18 X ]
i31) {1501
im L] ass B +54 17
tany [E. 5]

[ = asn m;dli [T— T o o - S
** Stwratird Distion.
20

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

TABLE 2: gOAL AREA DISCREPANCY FACTORS RANK N2

RED BY 38 - gHOu®

— T T
Bt (NF V3 Communrry IN*109) Farulty N 158}
Enihl:-, __F * "f‘ £ LT ,_ig
DuTeoME doaLs
Agsiumic Derslopmant 87 i& 1 11 +ai ] 30 7
intalacl Orisntation .47 4 *#.4 z 1,19 3 «a7 3
individust Fersensl Davelopment +1.30 i #1.34 i *iM L] +1.37 1
Humanim/Aluiim +1.07 L] +1.04 4 58 -1 \E 4
Cuttursl Anthatic Awar iwas 43 18 +33 1% +4&1 L +E1 L]
Traditionsl Religionines +87 12 -5 4 EY §] 17 % 3 | FY
Vecationsl Frag stinn .10 2 1,19 k] +7a 8 +F7 1 ]
Advimisd Triining 109 3 +75 L) + 5 1 +09 m
Fidaireh + g id 74 1% *Aad i w18 5
Maiting Locsl Nesdh 77 T4 +§1 5 +88 1] 45 ia
Puldic Swvies 83 7 + 5 7 +68 <] 603 \H
Eacisl Egalitaranism L | V3 +88 1 53 AL 51 i ]
Social Critieism/Activiem + 74 15 +. 55 16 +.85 11 + 12 13
* A4 LE ] +40 7 +80 iz +10 i
+ 4 i1 83 & 43 z +85 9
+50 E 3 ] 1,88 i +§i 2
+ 95 a ] +1.06 & 474 7
e atian +E L] w1 L] 78 7 *B8 ]
O-Campus Laarning 104 L +8 8 +81 1 +47 ]
Accouriability/ Efficiincy +82 iF w1 12 +47 & +§7 ¥

21




between *is™ and *should be” means. Each, howe °r, agreed
a significant (significance is defined as a difference of +1.0 or
greater) discrepancy existed. Students and community mem-
bers clearly believe a significant discrepancy exists with the
goal area ‘‘vocational preparation.”

Students feel that in the goal area of “‘advanced training,”
a significant discrepancy exists. Collected data clearly shows
there exists some misunderstanding within “‘groups” outside
the institution as to what are legitimate goals of the College.
That faculty members are more sensitive about goals related
to “freedom™ and ‘democratic governance,” students about
“off-campus learning” and ‘soclal criticism/activism,”
community members about ‘“meeting local needs” and
“vocational preparation,” and administrators about ‘ae-
countability /efficiency™ is of little surprise. That faculty
should feel as strongly about ‘‘community” and, though less
50, “‘intellectual/aesthetic awareness,’ is n.teworthy.

Table 3 and 4 are perhaps the most informative tables
presented for the reader’s review. Table 3 contains fifteen
goal statements with highest “should be”” means rank ordered
by total group. Inventory respondents indicated that each of
the goals listed in Table 3 *“should be’’ of high importance as
an institutional goal. As can be seen, respondents feel the goal
to provide students an opportunity for training in specific
careers - accounting, nursing, etc. (# 26) “should be” the
most important goal at Brevard Community College. To pro-

vide continuing educational opportunities for local area
adults - on a part-time basis (##29) and to provide the most
effective learning resources @ 94) are ranked second and

third, respectively.

To provide retraining opportunities for individuals
whose job skills are out of date (# 36) and to provide
opportunities for students to prepare for specific vocational
and technical careers (# 91) are two goals which one would
have suspected would appear in this Table by virtue of the
College’s location and stated mission. The appearance of the
goal, to be concerned about the efficiency with which
college operations are conducted (# 83), reflects the tenor
of the times in American post-secondary education. Concern
for the complete educational development of the individual
and a “free” academic environment is evident.

In the last table, Table 4, fifteen goal statements with
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the largest discrepancy factors are rank ordered by group.
Respondents are of the opinion that the largest discrepancy
(+1.32) exists in the goal to instill in students a life-long
commitment to learning (# 10). Each of the fifteen goal
discrepancies appearing in the Table are considered signifi-
cant.

It is most importanf to point out that seven of the goal
statements, number: 3, 65, 59, 8, 95, 12, and 38 (preceded
by a double asterisk), not only contain significant discrep-
ancy factors, but are also listed in Table 3 as having one of
the fifteen highest “should be’ means. This means that these
are goals which the respondent group not only believes
“should be” of top priority, but alsc those for which the
College has the furthest to go to achieve.

CONCLUSION

The identification of college goals and achieving con-
sensus, or reasonable agreement upon them from diverse
groups, is only the first major step. If succeeding steps are

statements would be no more meaningful than many
“mission” statements now found in college catalogs. Conse-
quently, there exists the need for institutional goals to be
made more explicit and measurable in the form of institu-
tional objectives. By translating the goals into clear, concise,
quantifiable objectives, the incremental progress toward goals
can provide focus for directing activities designed to achieve
certain results, Objectives can guide in the allocation of
human and fiscal resources for short and long-range planning
to attain those goals which have received the institution’s
highest priority.

The data presented in this paper is representative of the
total study undertaken and completed at Brevard Commu-
nity College. Information derived through the investigation
supports the broad mission of community colleges and
assisted educational planners at the College in identifying
new directions and priorities. The message obtained through
interpretation of the collected data is clear: community
colleges must concern themselves with the qualitative de-
velopment of the “whole person.” Despite those factors in
the macro- and micro-environment which adversely impinge
upon the educational process, college personnel must con-
tinue to offer the best of programs to the student community.
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As the influx of students with varied educational back-
grounds increases, the need to identify, implement and
evaluate alternative, non-traditional instructional techniques
traverses the academic continum from being desirable, to
heing essential.

For post-secondary education to snrvive and prosper
during the last quarter of the twentieth century, those
persons comprising the community college “family” must
join hands, in a spirit of freedom and commitment, and play
an active role in academic decision-maki.ig and educational
planning. Educational change is inevitable and occurring at an
increased rate. We can either meet that change, with its
associated challenges, through sound educational planning, ox
avoid it and face the ultimate consequence: our inability to
control our destiny. The challenges which face educators in
past. We must move forward with courage and conviction;
contributing to the further development of community
college education through sound educational planning.

o
[

26



FRi “"MI"V‘«.HM"W.‘

D1 K. Patricia Cross

Senior Research Psychologist
Educational Testing Service
and
Research Educator, Center for Research
and Development in Higher Education at
the University of California, Berkeley

KRR IR IR I IR LRI

KT AREXTAR YIS, R R SRS IRE AT, ’| V, IR Xy '4 .,
HHHH‘HHHHHH'HHHHHHHHHHI 'v, |H\

=77,
7

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

.h A"A' '4_', 'A..g"gl 'A! u.'tfi! 4 l ?a!t A U ' /Z

isearch
ition at
keley

IR

il ' |>'|b:i4:.'|?'| ‘l 77:‘ 7 e
RS



NEEDED: A LEARNING MODEL FOR THE
NEW STUDENT IN HIGHER EDUCATION
by

K. Patricia Crosa

American higher education hiis worked hard for the past
quarter of a century to achieve educational opportunity for
all. Tt looks very much as though we shall spend the remain-
ing 25 years of this century working to achieve education for
each, The problems of attaining minimal educational rights
for everyone Lave been so consuming that we have not given
full attention to the greater challenge of designing edu-
cational experiences that will provide maximum learning for
individuals.

Throughout the 1950’s and into the ‘70’s, we have con-
centrated on “‘access” models to bring about equality of edu-
cational opportunity. One by one the barriers to a college
education have been lowered or removed. Financial aid to
students increased 6,000 percent between 1954 and 1974.
The explosive growth of community colleges and open-
admission practices virtually eliminated the barriers imposed
by pocr educational hackgrounds. Special recruitment pro-
grams reached the uninformed and unmotivated. As a result,
the 1960’s represented unprecedented growth in college en-
rollments -- an increase of 124 percent in a single decade
(Carnegie Commission, 1971). Most of that increase has come
from the previously unserved segments of the population.
They have made us aware of how we discriminate against in-
dividuals by stereotyping them as members of groups
designated as Black, female, Spanish-American, senior citizen,
part-time student, American Indian, cr any of a number of
special Iabels that mevxtably represent more diversity cf

certam cultm-al issues can be addressed thr*nugh Blar‘k stuches
or gerontology or women'’s studies, educators cannot design
learning programs to develop individual potential by knowing
the color, age, or sex of students.

In discussing the new clientele in higher education, I am
going to abandon the old familiar caiegories of ethnic
minorities, women, and adult part-time learners in favor of
descriptors related more directly to learning needs and
characteristics. 3 3
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We know now that there are significant individual dif-

we expect learning to have maximum imp:zct on the develop-
ment of individuals, we must offer options with respect to
paciug, methed of instruction, and curricular content,

It is sometimes assumed that individually-tailored edu-
cational programs are too costly to implement in these times
of academic austerity. But if cost effectiveness is to be the
measure, then it appears that we can no longer afford to edu-
cate only those students who thrive on the existing options.
A semester course that moves too fast for the lowest third of
the class and bores the upper third is hardly cost effective
when it offers optimal pacing conditions to only one-third
of the students. Ironically, we are discovering that mass
education is not the inevitable route to education for the
masses. The very diversity of the masses calls for the abandon-

in the days of more homogeneous student hodies.

The provision of quality education that makes a differ-
ence to individuals is the task that lies ahead, and educators
are beginning to meet that challenge. The new surge of

tively as the individualization of instruction is a movement of
sufficient magnitude that is not inappropriate to call it the

We should be delighted with our progress, but the high
optimism of the 1960’s has faded into disillusionment in the
1970’s. Although we have proved that we can deliver on our
promise to open the doors of access to college, we have not
demonstrated that we can deliver an education that is
attractive and useful to the majority of Americans. Ironically,
the more successful we are in achieving the goals of the
Access Model -- education for everyone -- the less the
commercial value of the certificate. The college degree has
lost that part of its glitter that was due to its exclusiveness.
It is already clear that the degree per se is not an automatic
passport tc a better job. Increasingly, people are looking
beyond the certificate to see what education has done for
the individual. If the Access Model is to have meaning, it
must be supported by a Learning Model that makes access to
higher education more than a hollow victory.
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The challenges facing education for the remainder of
this century are structured like the layers of an onion. Peel
away the layer representing the problems of access, and we
reveal a fresh layer of concerns about how higher education
is going to deal with the learning needs of the new clientele.
This new layer of challenges is increasingly exposed precisely
because of the recent breakthroughs made in the access layer.

Fundamentally, the access layer has been concerned
with administrative and social issues, rather than with edu-
cational and pedagogical issues. The primary goal of the
Access Model is the correction of social injustice. Its tools are
legislation and the equitable distribution of funds. Its actors
are policy makers, federal and state agencies, and admini-
strative officers of colleges, Its descriptors are the
now-familiar demographic categories of race, socioeconomic
status, sex, and age. The weakness of the Access Model is that
it concentrates on attaining minimum rights rather than
maximum opportunities; it involves administrative rather
used to describe the new learners are of dubious value in
planning educational programs.

The first step in tackling the problems involved in qual-
ity education is for each to devise some better descriptors.
The old demographic descriptors have served their purpose.
Instructional Revolution (Cross, 1975). The movement is
broad in its influence, deep in its demands for change, and
relatively sudden in its acceptance by educators. And breadth,
depth, and speed of change are characteristics of educational
as well as political revolutions.

Self-paced learning, and its conceptual companion,
mastery learning, lie at the heart of the Instructional Revo-
lution. The speed with which these teaching strategies have
been introduced into a great variety of educational institu-
tions is almost beyond belief. In my recent survey of
two-year colleges (Cross, 1975), I discovered that in the short
span of three years, the use of self-paced learning modules
had spread from 31 percent of the colleges in 1971 to 68
percent by 1974. The Personalized System of Instruction
(also known as PSI or the Keller Plan) uses the self-paced
learning module as its basic component, and PSI has made an
astounding sweep through university classes, especially in
disciplines such as psychology, engineering, and physics.
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More interesting than speed and breadth of adoption of
self-pacing is its revolutionary potential for upsetting con-
ventional ways of thinking about education. The simple
formula for mastery learning is that the student must learn
to master a unit, regardless of how long it takes. This is quite
the reverse of traditional education which insists that all
students spend equal amounts of time in the classroom but
permits them to learn to varying levels of accomplishment. In
traditional education we turn out students who are well edu-
cated and those who are not, but we certify that all have
spent the same amount of time at the task -- surely a meaning-
less measure of learning. The conventional grading system
does not solve the problem; it just acknowledges that some
students learned a lot in the time specified and received A’s
and B’s, while others learned little and received D’s and F’s.
If Bloom and other scholars are correct in their assertion that
anyone can learn a subject to mastery if given adequate time
and appropriate help, then we have a breakthrough that
permits us to provide for individual differences through
holding achievement constant (mastery for everyone) and
letting time vary.

The concept of mastery learning raises havoc with
habitual ways of thinking about learning, but it makes much
better sense educationally than the traditional measuring sys-
tem. If what we teach is important, then presumably whether
students learn it is more important than how long it takes
them. Furthermore, if what we teach is related to what a
person is able to do with knowledge, then we should certify
knowledge by the number of learning units mastered rather
than by how much the sjudent learned in a semester rela-
tive to his classmates.

Mastery learning has special significance for the educa-
tion of the non-traditional learners that I have called New
Students —~ those with poor records of past academic perfor-
mance (Cross, 1971). lts advantages to New Students are
both cognitive and affective. It lays the cognitive foundation
for future learning by insisting that one unit must be
mastered before the student may proceed to subsequent
learning. And it carries an affective message through demon-
stration to low-achieving students that they too are capable
of doing good work. To most New Students, those two
critically important experiences are missing from most of
traditional education. New Students are perpetually at a cog-
nitive disadvantage in school because they are rushed along
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to advanced learning without laying the foundation of the
more elementary concepts. It is almost impossible to gain
anything from a study of algebra without knowing the
multiplication tables, and it is difficult to grasp the signifi-
cance of history in the absence of an adequate reading
vocabulary. To the extent that knowledge is cumulative and
sequential, efficiency in learning depends upon mastering
each step in turn. Research demonstrates that as children
proceed through school, the bright gets brighter and the dull
get duller as the gap between achievers and non-achievers
increases (Coleman and others, 1966). The widening gap is
probably due to the efficiency factor in learning. Whereas
achievers have the tools and the background to make good
use of further education, the future learning of non-achievers
is perpetually thwarted by their failure to master funda-
mentals.

Even worse than the cognitive handicaps wrought by
traditional education’s notion that everyone should move
along with the group, is the affective damage done to young
people who are offered no alternative to doing poor work.
Rarely do “new” students experience the satisfaction of
doing school work in which they can take pride. Mastery
learning permits “new”” students, for perhaps the first time in
their lives, to do well -- as well as anyone in the class — at
school learning tasks.

While mastery learning has undeniable merit for individ-
ual learners, it also has some unsung advantages for the edu-
cational system, Mastery learning is the only educational con-
cept that I know of right now that offers a solution to the
concern about the erosion of academic standards, If all stu-
dents master the subject matter, then the charge of lower
academic standards for “new” students cannot be leveled at
egalitarian higher education.

In the strange logic of higher education, however, the
very idea that every student in the class can learn a subject
to the same high level of achievement is unacceptable to some
“standards buffs.” If every student studies the learning unit
until he masters it, then every student deserves an A - if by
an A grade we mean to certify that the student has mastered
the learning task and not simply that he is one of the best in
a particular class. A grading curve with mostly A’s is com-
pletely sound educationally, but it is anathema to those
accustomed to thinking of educational results measured by
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the bell-shaped normal curve, 'The normal curve, after
all, is a statistical tool designed to reflect the result of random
processes. If there are no factors operating except chance,
then the normal curve is the result. To the extent that
purposeful, directed influences are operating, the curve
should depart from a chance distribution. Education is not a
random process; the outcome of successful education should
push the grading curve away from anything resembling a
chance distribution.

Logical as the argument is, custom has made us so
accepting of the normal grading curve that teachers who give
more A’s and B’s than D’s and F’s are looked upon as “soft
graders” instead of effective teachers. Many people equate
the preservation of the normal grading curve with the
preservation of academic standards, Actually, standards are
served only when students learn the material, and there is
ampie research evidence that student.s do Iearn the material

So far most of the creative energy that has gone into
the Instructional Revolution has been directed toward the
seemingly modest goal of breaking the lockstep of educa-
tion with respect to time requirements, But the challenge
of individual differences in learning is more complicated
than dividing people into “fast”” and “slow” learners. People
are fast learners in one subject perhaps, and slow in another,
or they learn rapidly by one method and more slowly when
a different approach is used. I may learn quickly by being
shown, for example, but slowly if I must read a manual of
instructions. Once again, we face the analogy of the layers of
the onion. When we have provided for individual differences
in learning rates through self-pacing options, we will face a
fresh layer of challenges revealing the need to find methods
of instruction that will be optimal for learners with different
preferences and styles of learning.

It now seems clear that we are not going to improve in-
struction by finding the method or methods that are good
for all people. By and large, the research on teaching effec-
tiveness has been inconclusive and disappointing because, I
suspect, we were asking the wrong questions. When we ask
whether discussion is better than lecture, whether TV is asg
good as a live performance, whether programmed instruction
is an improvement over more traditional methods, we find
that for that mythical statistical average student, it seems to
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make little difference how we teach. But when we look at the
data, student by student, it is clear that some students im-
prove, some remain unaffected, and a few actually regress
under various teaching conditions. The very process of
averaging the pluses, the minuses, and the non-changers wipes
out the message that different methods work for different
students. Psychologists are now asking the more sophisticated
interaction questions about whirh methods work for which
students.

Unfortunately, not one teacher or counselor in a
hundred knows anything at all about cognitive styles despite
the fact that research on cognitive style has been going on for
some 25 years in psychology laboratories. In my survey of
two-year colleges last year, I found that only 10 percent of
the colleges had had any experience with the concept of
cognitive style in educational programming (Cross, 1975).
That is too bad, because Herman Witkin, a pioneer in cogni-
tive style research, asserts that there is now clear research
evidence that “...cognitive style is a potent variable in
students’ academic choices and vocational preferences, in
students’ academic development through their school careers,
in how students learn and how teachers teach, and in how
students and teachers interact in the classroom (Witkin,
1973, p. 1).”

There are at least a dozen separate cognitive style dimen-
sions that have been the subject of systematic research, and
perhaps half a dozen more that have been identified but not
extensively studied. In addition, there are now some varia-
tions on the theme that have been devised not by researchers,
but by educational practitioners seeking an implementation
of the common-sense observation that people have character-
istic ways of learning.

I shall limit my discussion, however, to the dimension
studied by Herman Witkin and his colleagues at Educational
Testing Service. Witkin’s dimension of field-dependence vs.
field-independence is far and away the most extensively
studied cognitive style, with more than 2,000 studies
reported in the literature, Field-dependence-independence
was introduced in 1954 as a research measure useful in the
psychology of perception. Witkin discovered that some
people see things and situations in toto without distinguishing
the elements that make up the whole, whereas others tend to
see discrete elements, which are then put together to give the
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total picture. The reason for the name field-dependence-
independence is dramatically illusirated by a laboratory
experiment in which the subject is seated in a darkened room
with a luminous rod in a luminous picture frame which has
been _set aslant. The task is to set the rod to the true vertical
position, With remarkable consistency, some people align the
rod to the slant of the frame -- swearing that it is vertical
when it may slant as much as 30 degrees. Others ignore the
frame, apparently using internal cues to set the rod upright.
Those who ignore the surrounding field formed by the
luminous frame are called field-independent, whereas those
who depend on the slant of the frame to give *hem
their orientation for positioning the rod are termed field-
deper'ent.

Other laboratory experiments demonstrate that people
show consistent individual differences in the extent to which
they are influenced by asurrounding field - not only in visual
perception, but in auditory, kinetic, and social situations as
well. Obviously, one’s perception of a problem or learning
situation will influence how one goes about solving the
problem, and it will also help to determine the nature of the
content that is remembered. Problem-solving and memory, of
course, are familiar components of the learning process. But
cognitive styles are also related to less obvious educational
variables. Research has shown that they are associated with
interests, abilities, and even with self-concepts. In fact, the
way in which people perceive themselves, relative to their
surroundings, is one of the most interesting findings from
cognitive style research.

Not surprisingly, people who are dependent on the
surrounding field to define physical situations are also field-
dependent with respect to social situations. Field-dependents
tend to be interested and sensitive to what other people are
thinking and doing; they tend to be conforming and they
like to have people around them. Field-independents, on the
other hand, are more internally directed; they are not as
sensitive to their surrounding social field, nor are they as con-
cerned about what others may think. Predictably, field-
dependents are drawn to fields of study that involve people
and human relations - social services, counseling, and
teaching; whereas field-independents favor the sciences -
mathematics, biology, and engineering. Although cognitive
style seems not to be related in significant ways to 1Q,
field-dependents are likely to have trouble with the analytical
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tasks demanded by school subjects such as mathematics and
science. I am beginning to suspect that the school system
favors the field-independent learner to the detriment of
field-dependent students. Let me give some examples.

Although we know that social situations often present
highly effective learning experiences, the traditional class-
room is not a very social place. Beginning with their earliest
experiences, children are cautioned not to talk to their
neighbors, to keep their eyes on their own papers, and to do
their own work. Rarely do we permit, let along encourage,
social problem-solving. This throw-back to the years when
independence had survival value for pioneers on the rugged
frontier is especially self-defeating in today’s world where
survival may be related more to one’s ability to cooperate
with others than to go it alone, More people lose their jobs
because of failure in interpersonal relations than because of
lack of job skills. Divorce, alienation, and people-related
problems are major maladies of our times. Yet the educa-
tional system is still geared to the reward of independence,
not often balanced by equal rewards for interpersonal
cooperation. The independent learner, I suggest, has an
advantage over the field-dependent learner in the methods
and attitudes of traditional school systems.

There are other differences between field-dependents
and field-independents that have educational significance.
Research indicates that the more analytical field-indepen-
dents seem to structure their own learning material, whereas
the more intuitive field-dependents benefit from greater ex-
ternal structure. Since there are many similarities between
field-dependent learners and “new’” students, I suspect that
“new” students may be over represented on the field-depen-
dence end of the cognitive style continum. We need more
applied research on the question, but one teaching sirategy
that seems suggested for “new”” students is one that provides
clear structure — behavioral objectives for example — in an
atmosphere of warm interpersonal cooperation. Without
knowing much about the research on cognitive styles, many
community college teachers seem to have reached a gimilar
conclusion through working with “new” students in the class-
room (Wilson and others, 1975). I believe that we are on our
way in practice as well as through research, to making some
breakthroughs in the Learning Model.

So far I have made two proposals for the implemen-
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tation of a Learning Model to supplement and strengthen the
benefits expected from the Access M~del. I have suggested
the not very radical notion that we st uld deliberately build
into our educational system provisions for individual dif-
ferences with respect to learning rates and learning styles.
My third suggestion for change is more controversial because
it involves the curriculum. I have suggested in earlier
speeches and writings that for the good of society as well as
individuals, we need to broaden the curriculum to encourage
the development of a wider spectrum of human abilities than
those represented in the academic disciplines. Specifically,
I have suggested that we should deliberately and consciously
teach interpersonal skills and that we should make such
subject matter an academically respectable component of the
college curriculum (Cross, 1971).

Society has a rapidly escalating need for people with the
interests, abilities, and highly developed skills to work effec-
tively with other people, and individuals have a need to con-
tribute their best talents to the improvement of society and
to be recognized for the value of their contribution. It is
apparent now that we cannot hope to build a humane and
advanced society on the narrow skill foundations of the
traditional academic disciplines. It is also apparent that we
will never achieve equality of opportunity as long as we insist
that everyone be good in the same things. There is, after all,
only room for the “upper half” to be “above average” in a
society that measures value and talent along narrowly con-
ceived dimensions. While there is an obvious need in today’s
society for every student to master the fundamentals of the
communications skills, there is no need to emphasize the
single-minded development of academic talent at the expense

through the design of appropriate educational programs.

History documents a slow but steady expansion of the
college curriculum. But no new subject matter has ever been
introduced without facing heavy criticism from those
worried about the dilution of academic content and the
erosion of standards. When the land-grant colleges broadened
the classical curricula to include applied subjects such as agri-
culture and engineering, .the resistance was enormous. Its
residue is still apparent today when applied subjects are
accorded lower status than the “pure” disciplines in the aca-
demic hierarchy. When community colleges put the stamp of
legitimacy on the college teaching of vocational subjects such

a7

42




as auto mechanics and data processing, some academicians
once again dealt with the threat by according the vocational
curriculum lower status in the academic pecking order. But
the teaching of agriculture and engineering, and later, auto
mechanics and data processing, has proved important to
society, and their gradual acceptance into the curriculum rep-
resents steady evolutionary - though hardly revolutionary -
progress.

Once again, it is time for curricular evolution. There is a
need for new content options accompanied by new methods
of instruction. We don’t know everything we need to know
about developing the curriculum for the teaching of inter-
personal skills. The methods of instruction will be different -
much as the teaching of the applied sciences differ from the
teaching of the classics. But it is time to get on with the task
of developing a Learning Model for higher education that will
maximize the development of the rich variety of individual
talents brought to higher education through the success of
the Access Model. We can do this, I suggest, by individual-
izing education with respect to pacing, cognitive style, and
curricular content.
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THE ADDICTIVE INFLUENCE OF EDUCATION:
WHAT DO WE DO ABOUT IT?
by
Edmund J. Gleazer, Jr.

Our structures of production and consumption in edu-
cation have been built on the assumption of a terminal point.
That assumptlon no longer holds.

A community college president reports the largest head-
count increase in the eight-year history of his institution -
20,500 students in credit classes. He expects another 20,000
students in non-credit offerings.

- “Given a specific need,” writes a New York
President, “we can serve as an educational broker to
assemble the response ingredients necessary to meet
that need, even when we have no campus space avail-
able, no existing inhouse staff competency, and no
existing budget. The broker identifies the ingredients
needed, finds them, assembles them into a workable
package and proceeds on an ad hoc basis . . .What is
needed to actualize the brokerage con«:ept is new
planning and decisioning structures. Since the broker
addresses different demands, he must depart from the
usual structures of academe. The forms should be some-
what fluid, changing, versatile, and permit imagination
and creatmty to survive the effects of compromise.”

is the gmwth nf sehﬁgl services to adults * says the
State Department of Elementary and Secandary Edu-

cation. “This year’s curriculum has attracted more than
235,000 men and women. In general adult education
alone, which is geared to teaching basic skills, 87,777
adults enrolled through local school districts last year -
an increase of 15,000 over the previous year. At a few
schools, the number of adults attending evening classes
is more than half that of youngsters enrolled during
the day.”1

iggmgéct; Vol. IX, No. 6 (December, 1976), p. 19.




- An Oregon President - ““The competency-based
curriculum which we have now developed in a dozen pro-
grams clearly sets forth the goals and learning outcomes
which the student is expected to accomplish. The
college is not concerned with whether these compe-
tencies are learned in the high school environment or in
any other environment as long as the student can
demonstrate the mastery of skills listed. . .In 1973-74
one of every seven persons in our community 18 years
of age or older enrolled in some course or program -
59,400 people. At the Rock Creek Center we will drop
all references to quarters and credits and develop the
learning center on a 52-week year and open from 7:00
a.m. until 10:00 p.m. Students will be able to enter the
program and leave when they desire or when they have
completed modules, units, certificates, or degrees. The
time barrier and the idea that there is a completion to
learning will be erased.”

- West Virginia President - *. . .more than 80% of
the students enrolled each semester attend the college
on a part-time basis (less than 12 credit hours). This in-
dicator reflects that most students are married and work
more than 30 hours per week. Their class schedules and
educational programs are integrated with their family
commitments and employment responsibilities. Surveys
also indicate that students tend to be ‘drop-ins’ taking
classes when their family considerations and work
conditions permit.”

The same p:esident - “We have an agreement to
train 1500 supemsa:s and front-line foremen in the
local steel plant in the principles and techniques of in-
dustrial supervision and management. These classes will
be offered in-plant and on company time. We also
trained 2800 employees and employers in the purposes
and procedures of the Occupational Safety and Health
Act.”

Not only in this country but now wafting around the
world are discussions of lifelong learning, recurrent
education, sandwich programs, informal education, com-
munity schools, community-based education, performance-
oriented education, and the science of self learning. In thou-
gands of communities, in millions of people, most of them
beyond the traditional college-age, desires for learning oppor-
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tunities work their addictive influence. But our skills of con-
ceptualization and illustration have not been sufficient thus
far to make graphic the social significance and heartening
force of this wide interest in learning activity. Writing in The
Structure of Scientific Revolutions, Alfred Kuhn makes the
point that scientific discoveries and breakthroughs ure never
the result of a breakthrough or change in technology, but are
the result of a change in paradigm which enables science and
technology to “back fill’’ as it were. Our collective failure has
been to describe that new paradigm in compelling enough
terms that the measurers of educational progress might be in-
spired to put down traditional yardsticks and take up
new instruments that comprehend and describe the dynamics
and worth of this new educational movement.

That there is a growing market for educational services
can be easily demonstrated by counting the numbers of
people who respond to educational opportunity when it is re-
lated to their interests and made easily available to them.
Whether opportunity will be truly related to interests and
made easily available, whether this encouraging demand for
l'esrning will be encouraged are cmcial questicms now con-

Those nicnunting numbers which in former years ap-
peared to signal success and institutional vitality are causing
consternation in some guarters and even suspicion - colleges
are accused of ““luring” students. In Missouri, members of the
Missouri Coordinating Board for Higher Education, faced
with thirty percent increases in community college enroll-
ments and consequent financial requirements, declared to the
colleges - ““your success is ruining us.” And they propose that
the colleges cease advertising and high school visitations - that
the colleges should not “sell” but let people “buy.”

education am:l the apparently llmltEd fmanmal resources
available for conventional education for traditional students,
At the same time that Senator Walter F. Mondale intro-
duces a “Lifetime Learning Act,” community colleges in
Florida express alarm at the possibility of having to partially
close the “open dm::r ” A newspaper edltnnal asmrts the

law makers may have ‘been in gmdmg the state dawn a road
toward lifelong education, this is an expensive trip. And
when money is not available, it is necessary to proceed on a
priority basis.” 4 8
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But former Secretary of Labor Willard Wirtz is heard to
say, “The only answers to limits of growth involve the
development of the human resource. * And, presumably,
that’s the work of education.

Conditions for Assessment

How are policy decisions to be made? On what basis will
priorities be set? How can it be determined how public re-
sources should be deployed or redeployed? What needs exist?
Is there a priority ordering of these needs? What information
is required for policy determinations? These are good ques-
tions and necessary questions. They are hard and unavoid-
able, but they cannot be answered without getting back to a
beginning. How do we do that?

In the words of Ripley - “Believe It or Not,”” during the
several mﬁnths I’ve been cnnternplaﬁng this presentatiﬁn the
in educatmnal plarmmg for develcnpmg countries. Frederick
Harbison skillfully describes the value of education sector
planning for development of nation-wide learning systems,
and puts his finger on what I believe is our number one need
in American postsecondary education today, which is to be
aware of our goals and perspectives.

“In any sector assessment one must be aware of
‘what he is solving for.” Assessments can be made from a
variety of perspectives which stem from stated or im-
plied goals. Thus the starting point in a sector analysis
in a developing country is the identification of national
goals. Sometimes the goals are explicitly stated. ...More
often they are implied in speeches of national leaders
and statements of political parties. ...In any case, the
goals determine the perspectives for analysis, and the
perspectives govern the scope of the assessment, the
orientation of studies, the choice of relevant facts and
data, and the priority problems for whici: solutions are
sought.”

In addition to this helpful emphasis upon the essential
nature of goals and perspectives in assessment, Harbison
touches upon another matter which will be of increaging
importance in dealing with educational planning in this
“developed” country - the interrelationships of all education

and training activities.

44

49 -




This audience will feel at home with Harbison as he
comments almost reflectively in surveying the breadth of the
sector approach.

“The most perplexing problem in all cases, how-
ever, is the difficulty of evaluating the outputs of these
various programs. Here simple guantitative measure is
meaningless, and qualitative differences must be dis-
tinguished largely by informed judgment.”2

May I say, Mr. Harbison, it is just as difficult to assess a
need as to evaluate an output. Does a man 50 years of age
need a course in Philosophy or Ethics? In ordering of priori-
ties would he rank higher or lower than the young woman of
eighteen who “needs” a course in calculus? How do you vali-
date a need? On the basis of the individual’s declaration or a
judgment made by some other party or agency? Is a program
to prepare for employment of greater need than one for the
more creative utilization of leisure time? Are “credit” courses
of greater worth and hence more representative of real needs
than “non-credit” courses? Obviously these rather simple
questions cannot be dealt with unless more information is
available and unless that information is examined against a
background of goals. And it is the goals of our society that
today need stating or re-stating. No matter how sophisticated
the data, it is worse than useless, unless our destinations can
be clearly indicated and a working agreement established,

Goals and Plans of Another Time

Twenty years ago there was a generally accepted goal
for education in this country, It went something like this -
“Every individual shall have opportunity for appropriate edu-
cation up to the maximum of his potential.” At the same
time there was great concern over the capacity of post-
secondary education to adapt itself to the needs of the
“on-coming tide of students.” Basic to that adaptation were
the state master plans for higher education formulated in the
early and mid-fifties. There were new circumstances in the
environment. Not only was there a “college-age” population
bulge approaching, there were heightened educational aspira-

2Frederick H. Harbison, Education Sector Planning for De-
velopment of Nationwide Learning Systems, (Washington,
1973) OLC Paper No. 2, American Council on Education.
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tions which had been given possibility in the lives of millions
of veterans because of the GI Bill. It became clear that en-
rollments could double. It also became clear that the solution
was not to be found by building new state colleges in every
assemblyman’s district. State-wide educational opportunities
were envisioned through systems of universities, colleges and
community colleges. Some functions were de-centralized
according to plan, others were centralized, and although
there has been some criticism of the planning and coordi-
native arrangements developed, by and large they have
worked quite well up to this point. A massive expansion of
the educational capabilities of the nation took place. Edu-
cational opportunity was extended and diversified. Florida
was a national leader in the process.

Now let me describe briefly some of the changes that
took place in community colleges as a result of the great
numbers of widely diversified students that came into the
hundreds of new institutions established in the 1960’s. I refer
to the community colleges for two reasons: first, because of
my direct knowledge of events there, and secondly, because
their capacity for adaptation in the face of new educational
requirements put them on the growing edge for all of Ameri-
can education through those years, Many of the influences
that were experienced first by these community-based institu-
ions were later felt by most all postsecondary institutions.

for the first time in more than twenty major cities in this
country, cities like Cleveland, Dallas, Miami, Philadelphia,
Pitisburgh, Seattle and St. Louis. In every case, the actual en-
rollments surpassed by far the expected enrollments. In every
case the initial enrollments numbered in the thousands, and
no educational institution ever experienced a more diversified
student population-not even the comprehensive high school,
because in the community college an age dimension was
added to the other varied characteristics. There was a social
conscience working in our land at the same time that sug-
gested the need for institutions to assume some responsibility
for the success of the students served. Community college
personnel, particularly in the urban areas, found that the con-
ventional and traditional ways of working with college stu-
dents had to be changed if the student was to learn. So there
was not only concentration upon the student as an indivi-
dual, but as an individual in his community setting. These
were commuting students, They still lived in a community
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environment far more hours of each day than they spent in
the college. To understand the student, it was necessary to
move into the communities. For the community colleges it
was a natural thing to do. Most of them had local boards.
Many of the people served by the college were active in
neighborhood centers, housing areas, community action pro-
grams; they were becoming accustomed to having some voice
about those community actions that would affect them.

imittees were set up for the various
college programs. Increasingly the colleges developed working
relationships with manpower development programs, employ-
ment agencies, health clinics, apprenticeship programs,
community development projects, churches, schools, and
other community-based organizations.

taat forced the colleges to change, to individualize their
approaches, to leave the campuses and move into communi-
ties, to establish relationships with informal education; and in
that process, the network of relationships of the college grew
ever wider, the age level continued to move up, the numbers
of part-time students continued to mount, the college was to
be found in hundreds of locations throughout the area, and
the college became an educational resource center for the
community to be used by all and usually in cooperation with
other educational institutions in the area.

I take the time to give this brief history because the em-
phasis initially in state planning twenty years ago was, by and
large, to increase capacity for the traditional college-age
population. The profound socio-economic events in our
nation during the past two decades entered our institutions
in the persons of our students and changed those institu-
tions. Much more than increased capacity resulted. There has
been impressive adaptation of many educational institutions
to the needs and interests of an ever-widening spectrum of
the total population. Now that movement confronts a per-
ceived limitation of financial means. Limits understandably
call for priorities. And priorities raise questions of value.
Values require reference points, bench marks, a sense of
direction. The greatest danger we face is decisions without
agreement upon a sense of direction. How do we get a sense
of direction?

Need for New State Studies

I urge the educational institutions in each state to take

the necessary steps for a thorough review of educational
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services and needs in terms of the significant changes occur-
ing in our society that have implications for the education
sector. 1 have already referred to many of those changes.
What goal orientation shall be the reference point? 1 would
suggest that the goal cited earlier be used. It has been ex-
pressed in a dozen different ways,but substantially it is that
every individual shall have opportunity for appropriate edu-
cation up to the limits of his or her potential. The first help-
ful exercise may be to determine whether that goal should be
amended or modified--and if so, how.

I further suggest that these studies begin with assess-
ment of educational needs at the community level and in-
volve broad participation of the citizenry. Such participation
has a number of advantages - the level of abstraction can be
lowered, validity may be assured by consultation with large
numbers of people, and understanding among taxpayers and
voters may be increased.

There is something else that might result from broad
discussion of educational needs and services and the values
we hold in making those determinations, The value structure
of American education is necessarily connected to the
nation’s goals. At this time there is a pervading sense of need
for a national direction; and with all the opportunities pro-
vided by the Bicentennial for an examination of our national
heritage and a declaration of the nation’s future course, the
words often have a hollow ring. Education has been seen by
a good many Americans as the most important social institu-
tion toward achieving the national goals of the past. Perhaps
a by-product of the exercises proposed would be a contri-
bution toward a clearer sense of the nation’s goals.

Beyond the Traditional Boundaries

Earlier 1 referred to Harbison’s approach to education
sector planning. He maintains that it “‘goes far beyond the
traditional boundaries of formal education; it encompasses
training and resource development in other sectors such as
agriculture, industry, health, nutrition and public service.”
«_ . .it is not a relatively self-contained system. It has multi-
ple intersections with almost every facet of national develop-
ment.”

“Intersections” need to be explored. Some of these are
between different kinds and levels of educational institutions.
o B3
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There has already been reference to the large numbers of
adults served by the public schools. The community school
movement with its dedication to lifelong learning opportuni-
ties continues to expand. Although the walls perhaps are not
tumbling down, they are beginning to erode between schools
and colleges.

The Commission on Educational Credit of ACE is
working with industrial and business organizations and the
trade unions to devise ways of translating education and
training in those organizations into academic currency,

Willard Wirtz calls for bridges between what appear now
to be the almost totally separate worlds of education and of
work both to enrich the human experience and to increase
the value of the economy’s one “boundless resource” - the
creativity of its people.

There will need to be recognition in these studies that
nonformal learning and training is of equal importance to
formal education and that distinctions between the two will
be increasingly difficult to make. Informal education includes
such learning as formal training on-the-job, apprenticeship,
adult education (an archaic term), and, in the words of
Harbison, “the entire range of learning processes and experi-
ence outside the regular graded school system.” Obviously
interaction will need to occur between and among people
who may not have conversed before.

There is another related element which will require con-
siderable attention. Over the next twenty-five years, it is
likely that among the needs given high value in our society
will be the development of energy sources, mass transpor-
tation, lowering the crime rates, improving and extending
health services, dealing with air and water pollution, ex-
panding employment opportunities, assuring an adequate
food supply, and stabilizing the economy. Such needs have
educational components which, if properly addressed, can in
time reduce the dollar requirement for the p:cblem area.
Required will be a perceptive quality upon the part of those
in education to see the opportunities that exist and the
ability to develop working relationships with those organi-
zations that have planning and operational responsibilities for
these varied social functions.

What would come out of these studies?




1. A better and wider understanding of the rapidly
changing charaderistics of educational consumers and how
theix numbers” sharply increase when “their needs and nterests
are IESFEEEY fo. Current methods of reporiing usually give
only a frac-tiors of numbers of peopie actually served by edu-

cationad institi tions.

2, An awareness of the diversity of institutions
Pproviding edu=itional services. By and large in the past
college and undversity education has behaved as if it were the
beginning and the end - a monopolistic, monolithic structure
with. power through its credentialing functions. A pyramidal
form with the grduate school at the sharpened apex modify-
ing and influerscing all that is below it as the structure broad-
ens to inglude luger and larger numbers toward the base. By
implication those persons who have not reached the summit
have been unstaccessful. A look at actuality today will show
that the perceived monolith no longer has credence. In a
1 970 papex o1 “The Learning Force,” Stan Moses of the
Educttional Policy Center at Syracuse rejected the notion
that American education was a three-laver hierarchy running
from primaty school through graduate school. This, he said,
representted the “core” but overlooked a ‘‘periphery” in
which over 60 million adults pursued learning activities very
important to their lives. His purpose was to challenge the
monopoly which the educational establishment has over
public policy exd public resources.

3. A _datement of goals and perspectives.
Where do wve Look for this statement? 1 have suggested we
might start withareview of goals enunciated in former years.
In much o1 tiae legislation authorizing such institutions as
community collegges there is language which stipulates goals
and purposes. Wilard Wirtz elicited favorable reviews from
his referenceto the development of the “boundless resource®’
asa goal T'hereis not nearly as much discussion about goals
today as there is about means. Resources appesr to be
shrinking jrs relzation to accelerating wants and the erosion of
iraflatiors. Voices are heard suggesting that we over-extended
our commitments to medicaid, unemployment benefits,
veterans benefits, welfaire payments and education. Where
should we Roolc for an enunciation of goals? Is it fair to say
that some hopes that a great national leader on the traditional
white hore willl ummon us in clarion calls to answer to a
calse, a voite %0 unify us in common allegiances? There is
some eviderice that we have come to expect that. Decisions
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of significance appect to be moving out of local areas. Tele-
vision concentrates our attention in the national news on the
President’s office and on decisions made in Washington. To
those centers of power our frustrations are expressed either
in fact or by thought; and from, those centers, we expectant-
ly await the “‘word.”

I propose new initiatives at local, institutional, regional,
and state levels to work out our educational goals and per-
spectives. Perhaps the very process of bringing together the
diversified citizenry to examine the ‘‘good’’ life as the con-
text within which education serves its implementing purposes
will be of equal importance to the conclusions reached.
Theodore Wertime recently charged that a ‘“malaise” that
destroyed Rome and now threatens the United States derives
from the ever greater administrative complexity of urban
society. He asks whether civilized states could have been or-
ganized differently than they were,

“Could they somehow have achieved an ecu-.
menical and dynamic existence without the centralized
establishments of wealth, power and written learning?
- . .Must institutions of power inevitably become con-
centrated, ossified and, in Toynbee’s words, gro-
tesque?”3

4. A proposed policy framework to encour
desirable divorsity and institutional initiatives and adapt-

ability. Educational needs are manifold and they keep
‘changing. Even at their best, institutions tend to become pon-
derous in their ability to act, but conditions can be designed
to facilitate initiatives, to maintain agility. At the present
there are fears upon the part of some state-level policy-
makers in giving institutions “their head,” that institutional
ambitions will get out of hand. Although those possibilities
are acknowledged, the greater threat today is suffocation of
creativity and thrust under multiplying layers of admini-
strative hierarchy between the scene of action and the focus
of the decision that triggers institutional behavior. Further-
more, in our search for answers to coordination and a basis
for resource allocation we must have often developed cate-
gories and classifications into which institutional behavior

8Theodore A. Wertime, “The Aging of America,” The
‘Washington Post, January 1, 1976, Section 4, p. 15.
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must be pressed, trimmed, and pounded for satisfactory fit.
An example is heavy reliance upon the academic credit
system. Tremendously diverse institutions of ‘““higher’” edu-
cation struggle to develop a ‘“common market’” of credit. If
they are successful, state legislative bodies will be provided a
structure for looking at higher education (as well as the data
to fill in that structure) in ways that can seriously reduce the
diversity of the enterprise as well as the opportunity for
survival of those institutions who would march to a different
drumm.

The future is full of unknowns, Manv of the old rules
for making projections and for planning seem no longer to
apply. The voice of the authority in a given field is heard
with skepticism, in fact the voice often speaks with equivo-
have the wellknown domino effect on our institutions.
Nevertheless, we must plan. The institution that can deal
with the uncertainties before us is the one that has a “sen-
sing” capacity, a system of intelligence that detects signifi-
cant changes in the environment and analyzes these for their
meaning to the institution. And along with that capacity is
another one equally essential, to be able to adapt, to initiate
change in the institution, to be free to act.

5. Alternative ways of demonstrating account-
ability. Rather than being defensive in the face of pressures
for accountability, we should take the offense in devising ac-
countability measures that free the institution for its most
effective performance. These would suxely include the assur-
ance that each institution have a set of objectives which sexve
two purposes: before the fact, they provide the basis for re-
source allocations; after the fact, they provide the basis for
evaluation. The need for meéasures of performance in terms of
institutional objectives has never been more apparent. “Value
added™ is a concept of promise whose development is still
before us,

How, then, is accountability demonstrated? One ap-
proach is through the educational audit which is transmitted
to the institution’ board of trustees. The audit is based upon
the notion that the most significant output of an educational
institution is the skills, knowledges, appreciations and atti-
tudes learned by students. These are described by instructors
in statements of measurable and curxrently unmeasurable
objectives. The auditor’s examination provides him with a
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basis to certify whether the reported achievements of the
college are accurate. The audit report is for the purpose of
improving institutional accountability.

Other measures include follow-up studies of students in
relation to their ““intents” or objectives.

Those of us who have lived for some years in the edu-
cational fields are convinced that the institutions with which
we work can make a manifest difference in the lives of indivi-
duals and the communities in which thev live. However, the
task of discovering and making use of the various ways in
which that difference can be recognized has not been com-
pleted.

6. Encouragement of voluntary coordination
among institutions with common interests. I fear that man-
dated institutional missions often result in a kind of grudging
compliance. There may be a consequent absence of alertness
to environmental changes and new opportunities for service.
Is it not possible that the same bodies that mandate mission,
role and scope could devise incentives to attract institutions .
to areas of educational need appropriate to their objectives?
And further, would it not be possible also to establish a
system to reward voluntary efforts toward coordination and
cooperation? What is needed is a process by which institu-
tions will acknowledge common interests and seek an ap-
proach to a given need which will best meet that need and
economize upon the resources available, The network of
relationships may very well include institutions beyond the
conventional educational family, for example, departments
of recreation and parks, public libraries, city and state
planning authorities, etc. Broad areas of institutional mission
will need to be stipulated at state levels, but-precise and spe-
cific assignments and proscriptions will become more imprac-
tical as life and learning are petrceived as one stream. Imple-
menting measures, including funding, are needed to en-
courage continuous assessment of educational needs, coop-
erative planning, and institutional initiativss toward coopera-
tion in providing servicas.

Reprise

Throughout this presentation a theme has been running.
I hope you have heard it. Change is occurring in American
education. Change which is wholesome and promising. Intex-
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est in educational opportunities and services continues to ex-
pand in impressive proportions. Some may quarrel with the
kind of learning sought, judging it to be of little worth.
Others will note the tendency of successful learning experi-
ences to lead toward other unknowns, to be probed and at
ascending levels of complexity and challenge.

This new spirit of learning is requiring new descriptors,
a new terminology, an adaptive structure. Indeed, a signifi-
cant contributing factor to the trauma our institutions
experience in the face of financial constraints may be the
limited moves to date to shape the structures to the new
population. How these developments are perceived males all
the difference in the world to the morale of those who have
the stewardship of education and to those who use it and
support it.

What do we make of it? Students who are older, cona-
bining work and study, interested in a million different
things, “dropping in” as family and other obligations permit,
resorting to the college as to the library as curiosity provokes
and interest motivates. What do we make of i£? How do we

see what is happening?

It is one man’s view that America has unusual oppor-
tunities to build upon. Here there is no separate, self-con-
tained enclave of education detached from the communities’
life and problems - the kind of enclave which has brought
violent revolution to societies less adaptable. Here is an edu-
cational enterprise more and more interfused with life’s other
meaningful activities. Here is the finest resource conceivable
as America learns how to live in its third century.
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INNOVATIONS IN HUMANISTIC EDUCATION
by

Terry O’Banion

“Innovation” and ‘“humanistic” were “hot” words in
the 1960’5. The climate of the ‘60’s supported experiments
with new approaches and especially approaches that were
designed to respond to human needs in a humane way.
Students demanded an education that was, in their words,
“meaningful and relevant.” Educators, responding to the
moods and demands of the time innovated--tried new ap-
proaches, new designs--and even examined new value frame-
works for education.

Humanistic Education provided one such value frame-
work for the exploration of a rich variety of educational
activities. Always present as an alternative in the thousands
of years of educational practice, Humanistic Education
flowers from time to time as an exciting viewpoint-often
accompanied by conflict and controversy. In this century
Progressive Education and General Education are forms of
Humanistic Education that emerged briefly, had considerable
impact, but faded from center stage when new approaches
came along or when social upheavals such as Sputnik stimu-
lated new directions in American education.

In the ‘60’s Humanistic Education emerged again, this
time actually called Humanistic Education, an unfortunate
designation because it immediately challenged and accused
established education as nonhumanistic or inhumane. The
rebirth of Humanistic Education came about in part because
of new developments in psychology. Humanistic Psychology
or Third Force Psychology developed in the 1950’ and
emerged in the ‘60°’s as a radical departure in psychology
suggesting that human beings were good-not evil, were full
of unrealized potential, could be zelf-directing, were trust-
worthy, and were educable beyond our wildest imaginations
of what heretofore had been thought regarding the educa-
bility of human beings.

Humanistic Education became popular and common-

place. It was used as a frame of reference by a variety of
groups, The AFL-CIO negotiated with management for a




“humanistic work environment.” Registrars talked of human-
izing registration. Presidents suggested that a community
college ought to model a humanistic community for students
and citizens.

The impact of Humanistic Education is still evident in
educational practices today, particularly in community
colleges. There are fewer rules and regulations in community
college catalogs. Non-punitive grading systems became
popular in the early 1970°s and still hold out in some col-
leges. Encounter groups were offered to students and faculty
alike and in many instances were accepted into the curric-
ulum and offered for academic credit. Services were extended
to groups of students who had not benefited from the
community college, such as the aged, the handicapped, and
the mentally retarded. Learning opportunities became
individualized and new machinery and formats ior presenting
small units of learning became the most populsr implemen-
tation of humanistic education in the ‘60% and *70’s. More
recently there are humane attempts to match students’
styles of learning with the styles of teaching available in the
institution. In these ways Humanistic Education continues
to have impact on educational practices in the mid ‘70’s as
it is likely to have in the late ‘70’s and ‘80’s and perhaps
beyond. Though the term is no longer in vogue, the philos-
ophy it represents is still very much alive. There are exciting
innovations--a term also no longer in vogue--that validate the
impact of this alternative educational viewpoint.

Innovations are seldom if ever new inventions. They
emerge out of the collective exploration and experimen-
tation of creative staff members and they emerge over a
considerable period of time. Three innovations to be de-
scribed in this paper have historical roots which deny any
suggestion that they are new or different. What is new,
however,is that they have emerged in the last decade as more
important and in different forms, and they are receiving more
national attention in these forms than they have in the past.
Three innovations in Humanistic Education that have cap-
tured the imagination of staff members in community
colleges include: 1) an alternative to organization by disci-
pline, 2) Human Development Education, and 3) staff
development.

_An Alternative To Organization By Discipline

Almost all institutions of higher education are organized
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around the traditional disciplines. In the typical university
there is a College of Commerce, a College of Engineering, a
College of Fine Arts, etc. In the typical community college
there is a Division of Communications, a Division of Life
Sciences, a Division of Social Sciences, etc. In each division
there is also a series of departments representing the further
breakdown of discipline units. In one Canadian community
college there are 54 discipline units representing faculty
members’ wishes to be identified specifically by discipline
areas to which they feel strong allegiance.

Organization by discipline is a universal model that
has been implemented fully and unquestionably in the
community college. Such organizational structure may
not always be appropriate to the goals and purposes of the
community college. In a discipline oriented organizational
structure faculty members are often more oriented to the
discipline than to teaching or the institution. The demands
or “‘standards” of a discipline offer convenient barriers for
faculty members who do not wish to experiment with new
approaches required for the challenging tasks of educating
cormmunity college students. There is also the problem of
a hierarchy of status in terms of who is more knowledge-
able in the discipline (who has the most publications) or
who has the highest degree in the discipline, rather than
who is the best teacher and who contributes more to the
institution’s purposes and goals.

Some community colleges—to counteract the negative
forces that can accompany a discipline organization, and to
experiment with new organizational structures more appro-
priate to community colleges and the mission of the comm-
unity college--have developed organizations that do not rely
on discipline affiliation. Instead, groups of faculty members
representing a variety of disciplines are organized into units
to provide instruction and i{u participate in the on-going
affairs of the institution.

One approach-though still discipline oriented in the
broadest sense-is found at the College of DuPage in Illinois
and Indian Valley College in California. These two institu-
tions, as well as several others, are organized in brogd based
clusters or houses that have been organized primarily to assist
students in identifying with a broad focus such as the social
sciences or scientific inquiry. It iz hoped that such organiza-
tion will encourage a greater sense of identity among students
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and among faculty members and that there will be more
opportunity for interdisciplinary approaches to knowledge
in such a setting. At Indian Valley College there is a purpose-
ful approach to increasing the amount of interpersonal
relationships among the staff. Retreats and special meetings
are held to give attention to this purpose.

An approach that completely destructs the discipline
organizational structure is found at Moraine Valley Commu-
nity College and Oakton Community College—both in Illinois--
and Santa Fe Community College in Florida. In these colleges
the focus is on multidisciplinary groups bound together by
attention to interpersonal relationships and a sense of com-
munity. At Moraine Valley groups of faculty members
representing a variety of disciplines are intermixed in cross-
roads communities with administrators and students. In
these communities there are no private offices; the open
space is designed to facilitate communication. Members
are encouraged to focus on problems of the college without
specific reference to their discipline affiliation.

At Santa Fe Community College units of 16 or so
faculty members, representing most of the disciplines in the
institution, and a counselor work in clearly identified physi-
cal arrangements that encourage communication and the
sharing of ideas. Faculty members in these mini-units are
encouraged to develop a special climate and some groups
have designed their office areas to represent particular
interests and creativity of the group. The units meet period-
ically just as if they were a department or division to consider
institutional problems and processes and to make their
contributions through a chairperson. When it is necessary to
meet as a discipline group--for example, to consider the
adoption of a new text in communications--the groups do
meet on a college-wide basis. These meetings are infrequent,
however, and only for the purposes of agreeing on edu-
cational problems that require decisions by representatives
of a specific discipline.

At Oakton Community College groups of 25 faculty
human development specialist whose purpose is to facilitate
a sense of community in the group. These groups form the
major structure of the college and most educational decisions
perfaining to instruction and curriculum emerge from thiese
groups. G 4
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The examples are attempts to organize “caring commu-
nities” in the community college-structures that encourage a
sense of community based on interpersonal relationships.
Such communities, it is hypothesized, provide support and
encouragement, challenge and confrontation, trust and open-
ness, for the members, In addition, it is felt that in this kind
of community faculty members are more likely to innovate
and experiment with new approaches since there is a richer
input from various members of the institution and fewer
limits of discipline traditions. Such communities are designed
as places to practice new ideas and to try on new styles.
When a special facilitator is present, such as is the case at
Oakton, such practices are encouraged more directly.

Although the college is not organized along the lines
noted above, the climate of a caring community has heen
described by the faculty at Eastfield College of the Dallas
County Community College District in the college’s State-
ment on a Person-Centered Climate, The College is dedi-
cated to the following characteristics:

1) An atmosphere is spught in which all persons & have

maximum opportunity for personal growth and
self-fulfillment,

2) Efforts are made to develop an open climate on
campus in which all persons can freely express
their concerns and opinions.

3) There is a desire to place human concerns and need
above those of tradition and convenience.

4) An effort is made to encourage all individuals to
be supportive and thoughtful in personal relation-
ships,

5) There is a desire to develop a relaxed and warm
friendly atmosphere on campus.

The kind of person-centered climate described at East-
field represents the ideals of a “caring community.” Such
ideals are more likely to be met when organizational struc-
tures are designed to encourage such ideals. (For more
detailed discussion see Organizational Breakthrough in the

Community College. ERIC Topical Paper no. 47 by Barry

Heermann.)
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Human Development Education

Human Development Education is one of the more
creative facets of the Humanistic Education movement.
Human Development Education “HDE” grew out of the
General Education movement of the 1940’s and 1950’ and
was to have been the integrative force that would have made
General Education work. Called life adjustment then, courses
in college adjustment, personal living, and introduction to
personal psychology were offered in almost all colleges and
universities across the U.S. The life adjustment courses in this
period, however, failed, because there was no adequate
psychalogy, no methodology, and ne quatified instructors.
It was a naive attempt io focus on perscnal development at
a time when educators tended to oversimplify personal
development. Such courses were mosi often limited to basic
didactic instruction in study skills, sorial regulations, and a
perspective that it was easy to help s:udents adjust to a
social order in which values were clear and accepted + the
majority.

The life adjustment focus was fortunately dismantled
with the launching of Sputnik and a return to science and
the basics in education. Had the life adjustment phase pex-
sisted it may have undermined much of the current advances
that have emerged out of 2 more lively and rreative Human-
istic Education that was built on stronger foundations in the
‘60’s. In the ‘60’s the life adjustment curriculum was reborn
as Human Development Education with 2 nmuch sounder vase
becans: Humanistic Psychclogy provided a direction, the

and creative and potent educational mavericks have rooted
out their own education to become highly qualified facili-
tators for this new form of old education.

The student revolution also hurried the emergence of
Hurman Development Education. Students demanded atten-
tion to their perscnal lives from educators and the free
university movement was the spawning ground for a great
variety of alternative courses—courses that provided oppor-
tunity for personal development and exploration.

Basically, Human Development Education is a course
or a series of courses designed to help students explore the
eternal and perplexing questions Who am I? Where am I
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going? and What difference does it make? One prototype
course developed at Santa Fe Community College in Florida

is described as follows:

BE-100 is a course in introspection; the experience of
the student is the subject matter. It provides each stu-
dent with an opportunity to examine his values, atti-
tudes, beliefs, and abilities and how these and other
factors affect the quality of his relationships with
others. In addition, he examines the social milieu-
challenges and problems of society--as it relates to his
development. Finally the course provides each student
with an opportunity to broaden and deepen a develop-
ing philosophy of life,

At the present time hundreds of community colleges
offer a variety of experiences in Human Development Eda-
cation., These range from very *‘straight’ courses in career
exploration and study skills to more exotic courses in “love”™
and expiciations of varieties of human sexuality. Some
colleges offer onc or two basic courses in self-development;
others offer as many as 20 or 30 different experiences in
Human Development Education focusing on special groups
and special needs arranged in a variety of formats.

In a dissertation at the University of Illinois, Terry
Ludwig studied human development courses offered by 100
community cnlleges ard discovered that in almost all of them
academic credit was provided, the focus of the course was
on the experience of the student, and almost all of them were
taught by smali group methods. Such courses were unknown
in the curriculum 15 years ago and offered only for noncredit
some 7-8 years ago. They are now offered in community
colleges for academic credit and are often included as elec-
tives in transfer work to universities.

More and more such courses are included as parts of
courses in communications, speech, humanities, and the
social sciences. In some community colleges an entire division
called the Human Development Division, for example at El
Centro College in Dallas, or the Affective Education Division
at Jamestown Community College in New York has been
organized to offer this form of instruction to students.

Although there are some recent signs that the rapid
development of Human Development Education in the
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early ‘70’s may be beginning to slow--and in some cases
actually dismantled-it is, nevertheless, one of the more
creative aspects of Humanistic Education in the last decade.
Human Development Education represents the curricular-
ization of affective education and that is quite an inno-
vation--the granting of academic credit for what many
students feel is their most important college experience.

Staff Development

During the 1960’s the growth of community colleges
was unprecedented in the history of educational develop-
ment in the U.S. In the ten year period 1960-70 the number
of two year colleges increased by 619%, the number of stu-
dents increased by 271%, and the number of staff increased
by 327%. Because of this growth, the priority of resources
in community colleges focused on growth. Increasing num-
bers of students meant that new programs had to be de-
veloped and new facilities had to be located and constructed.
The priority was on the increasing number of students, the
diversity of programs, and the expansion of facilities.

Only in the middle ‘70’s did the community college
come to a resting place where it could review what happened
during the last decade and a half. In that review it has be-
come increasingly clear that a new priority has emerged, a
priority on persons, a priority on the people who staff the
people’s college. Staff develupment has emerged in the last
decade as a new program of high priority designed to respond
to the professional and personal needs of the staff of com-
munity colleges.

The American Association of Community and Junior
Colleges held its second national assembly on the topic of
staff development in 1973, Members of the national assembly
noted the importance of staff development.

The staff of a college is its single greatest resource In
economic terms, the staff is the college’s most sigmfi-
cant and largest capital investment. In these terms
alone, we affirm that it is only good sense that the
investment be allowed to appreciate in value and not be
allowed to wear itself out or slide into obsolescence
by inattention or neglect. But in a more crucial sense
68
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the colleges staff is the expression of its purposes, the
collective manager of its missions. As the college’s
purposes chinge and adapt to the social needs of its
community, its staff deserves—must have--opportunities
to adapt amd change too.

Inservice txining has always been a part of activities in
educational institutions, but in the past the concept has been
quite limited Most colleges provide a two-day orientation
sesion for staff each year, but such experiences are seldom
rated highly by teachers who are forced to sit through the
sesions. Ore faulty member asked to evaluate the most im-
portant thirg thit occurred to her during the two-day orien-
tation sexion imdicated on her evaluation form that she had
rompleted Knitding a left sock.

Recogmiziry the need to respond to more basic needs
that faculty? hawe such as improving instructional approaches,
designing new cunicula, and leaming better how to relate to
students, staff development has emerged in the last ten years
as ome of the most important priorities in community col-
leges. Good stiff development is a humane response to
human needs ad is an attempt to provide Humanistic
Education for s-taff,

The state <f Florida is an outstanding example of com-
mitment to staff development. By action of the Florida
Legislature speciid funds are allocated to community colleges
each year for ghiif development programs. Each college has a
staff development officer and usually a staff development
committee that attempts to design programs to meet the
needs of staft members as well as to meet the priorities of
the institytion. Activities are available {ur full and part-time
faculty, clasifiied staff, and administrators. Staff develop-
ment activities include retreats for groups of faculty or for
the total facully, grants to encourage staff members to
develop innovative approaches to improving instruction,
personal development plans, and a variety of in-house work-
shops and semcnrs often provided by an in-house staff of
consultants.

In the Lesgue for Innovation, a national consortium
of 48 communily colleges in eleven states, staff development

is one of thehighest priorities. Member colleges in the League
have developed a number of creative and innovative ap-
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proaches to staff development and the League itself acts as a
staff development program for member colleges.

Examples of staff development programs in League
colleges include a series of self-instructional modules for
part-time staff at the Maricopa County Community College
District. Modules focus on such items as the nature of the
community college and the community college student,
approaches and techniques of teaching, caveer deveiopment,
and the nature of the community served by the college. At
Eastfield College in Dallas there is a staff development pro-
gram for members of the classified staff. Classified staff
members have opportunities to participate in workshops
and seminars and to participate in activities that are avail-
able to professional staff members in the college. Also in
the Dallas district top administrators intern in new positions
in various units of the district colleges and also use pro-
grammed materials on community college administration
developed by the district to further their learning of admini-
stration and the community college. In the Foothill-De Anza
Community College District thers is a focus on interpersonal
relationships to improve communication among admini-
strative staff and a comprehensive program for updating
counselor skills in the new counseling approaches.

In these colleges staff development is certainly an
innovation compared to what was available ten years ago.
As these programs focus on the continuing development of

velopment is a refiection of the bestin Humanistic Education.

These thxee innovations in Humanistic Education serve
to illustrate that Humanistic Education is simply good edu-
cation~-education that attempts to bring some balance to our
past over-emphasis on rational and cognitive processes.

These three innovations provide examples of how
Humanistic Education has had influence on the organization
of an institution, how it has helped contribute to the devel-
opment of a new curricula area and improved instructional
opportunities for students, and how it has had direct impact
on staff members themselves in terms of providing oppor-
tunities for their contiruing professional and personal devel-
opment. As these three examples illustrate, Humanistic
Education underscores the value of human feelings and
emotions in the education of human beings and aims toward
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the development of students and staff who axe both warm-
hearted and hard-headed-both tough and tender--both
knowing and caxing. It is this kind of balance that is the only
proper purpose of education. Humanistic Education attempis

to right that balance
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REGIONALISM IN POSTSECONDARY EDUCATION:
SOME IMPLICATIONS FOR
by
5. V. Martorana

As a member of the planning council for the Inter-

national Institute on the Community College, I very recently

was asked to react to the proposed theme for the 7th
Institute scheduled for this June. It is “College Perspective
“76 - A Productive Past: A Perplexing Present: Where Do We
Go From Here?” The question that came immediately to

mind, and the reason for my mentioning it as an introduction -

to this presentation, is: Who is included in the “‘we’”? Are
only community colleges alone to be viewed as determining
the path of the future for these institutions, or, alternatively,
must the concept of the “we’?, who will mold a future for -*:
these and other types of postsecondary educational institu-
tions, be defined to include other organizations and agencies

interested and involved in this level of education as well?

This is a question needing serious attention and de-
liberation asto how hest to answer, for upon the answer rests
a series of conseguent possibilities highly important to the
future direction not only of community colleges but of all
posisecondary education. That the question is not now
getting that serious attention is evident from a number of
observations, in the first place, most of the subjects taken up
at meetings of professionals in community college work
reflect an assumption that they are in control of the future of
their institutions and, therefore, of the future of the sector of
American education they represent. For many years | have
chosen to call “community college education,” a bread part
ol the total enterprise of educstion in this couniry as
opposed to simply community and. junior colleges as particu-
lar types of .institutions. I wish to return to the importance of
this distinction in a moment, but to stay with the point now

being stressed, an agsumption tiat those who direct the
destinies of community and junior colleges also control the

destiny of community college education suggests that the

“we” in the question under examination can be view. "~ 0
include only community and junior colleges. A conclusion -

that this could be a tenable position for community colleges -
to take, of course, is safe only if the assumption basic to itis =




But other observations suggest that even the community
and junior college leadership and forward thinkers are not
united in such a view.  Dr, Edmund J. Gleazer, Jr.,
President of the American Association of Community and
dJunior Colleges and a person of long standing national recog-
nition for leadership in the field, started over two years ago
to make public pronouncements that suggest an awareness
that community and junior colleges do not in fact control
their own destinies. I should emphazise that this conclusion
and answer to the question of who is the “we”, to determine
where we go from here, is only implicit in Dr. Gleazer’s
statements of recent years; the points I just made are not ex-
plicity brought out in his speeches or writings. This you must
realize and note well, for I may be drawing from his state-
ments, inferences and extensions of meaning that he, himself,
would prefer not to make. Nonetheless, I believe they are
valid and very much to the point of the question at hand.
Consider, for example, these quotations from Gleazer’s ex-
pressions of the past few years:

times are changing. Community (f@lleges
throughout the country now are becoming more

are placing more emphasis on relationships with
other community-based organizations than upon
their relationships with the community of higher
education.

And later in the same speech he said:

“As I look ahead, I see community colleges becoming
community-based, performance-based institutions. We
have made this goal the stated mission of our Associa-
tion. This means relating in a very significant way to
other community-based organizations.—*

These stated convictions have remained constant, for essen-
tially the same propositions were advanced early this year
when Dir. Gleazer addressed the National Assembly of the
National Center for Higher Education Management Infor-
mation Systems. Gleazer, quite clearly, sees a new leadership
role for the community and junior colleges in the new

These statements commit community and junior
colleges to very close ties with all sorts of other interests
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actively involved with postsecondary education in their
localities. If this is to be, one must ask who will determine
the terms and conditions of that involvement; who will

decide where and how we go from hera?

As 1 said, Gleazer's statements suggest strongly a
growing indication by him, as the principal spokesman for
coinmunity and junior colleges, that communiiy colleges do
not control their own destinies. Although not specified and
certainly not emphasized, this conclusion i; unplicit in his
statements. To my knowledge, no others have made their
position clear on who controls the destiny of community
and junior colleges.

Three possible positions seem to have some basis for
support on the question posed. The first is that the commu-
nity and junior colleges can, in fact, not only control their
own destiniez but that of the other interests engaged in
community college education. (This would be a position
expected of a national spokesman for an associated network
of institutions of this type). A second position could be that
the other interests will dominate the determination of the
future of community college education and, therefore,
community and junior colleges must yield to a future not of
their own choosing. And, a third position could assert that
other interests in the community and junior college edu-
cation, as institutions, will engage jointly in the determina-
tion of the future of this level of education. The result will be
a compromise somewhat acceptable mutually to all and, by
the same token, somewhat unacceptable to all, as well.

This paper presents some empirical evidence that speaks
to this broad question of the make up of the “we’ in the
earlier question of where do “we” go from here. In so doing,
it also speaks to a tentative conclusion as to which of the
three possible roles will likely prevail in determining the
future of community and junior college education.

Before moving into a report of the empirical infor-
mation that I believe will interest you on these questions,
this discussion should first give some attention to two other
background observations. They are closely related to the
main thrust of my presentation and to each other. First, a
moment should be given to the importance of the distinction
I have stressed in these introductory comments, that is, the
distinction between community and junicr colleges as
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institutions and community college education as a broad
sector of the total enterprise of education in America.
Second, we should take a look at the cumrent ambivalent
pressures on postsecondary educational institutions with
respect to interinstitutional cooperative action.

Cnmmumtv Coll res D'i ruished From

All of us know the fundamental purposes in educational
service which give justification to the existence of commu-
nity and junior colleges: they are to popularize, democratize,
and equalize opportunity for education beyond the high
school level; to provide a comprehensive educational program
to meet the wide spectrum of educational needs and interests
of a non-gelected student body; to assist each student to
assess accurately and realistically his abilities, interests, and
motivation level and to relate these effectively to the
educational choices he faces; to individualize and personalize
the instructional and counseling services provided; and,
beyond all these purposes that are directed to students collec-
tively and individually, tc improve the general condition and
quality of life of the community with which the college is
identified. These are broad and noble educational goals; they
have been iterated and reiterated in the scholarly and
popular proclamations of the community and junior college
movement from the earliest writings by such founding fathers
of the movement as Leonard V. Koos3 and Walter Crosby
Eells4, to the most recent ones like those of Leland L.
Medskerb and Arthur M. Cohen.6

The fact of the matter, however, is that these noble edu-
cational goals, comprehensively or in part, are accepted and
sought by a widening array of post high school educational
institutions. Community and junior colleges do not hold
exclusive claim to them. This reality is, no doubt, a credit to
the success of the community and junior college movement;
action of other established institutions and the emergence of
new ones which have adopted the ideals and goals of the
community and junior colleges, is a credit to these institu-
tions and a testimony of the validity of the visions held for
the movement by its early leadership. But the reality is also

a confusing element;. it forces the recognition that commu-
mty college education, that is, the pu:smt of goals set for
this kind of education in America, is broader than the
collective number of community and junior colleges alone.




Look at all of the different types of postsecondary
educational institutions operating today and expressedly
educational goals! The regional state colleges and universities
increasingly claim to be open access institutions and to offer
comprehensive educational services to their constituencies, in-
cluding in recent years, the larger numbers programs of less
than four years of college study which lead to associate
degrees,? Many land grant colleges and state universities play
a part in this endeavor by maintaining branch campuses
offering lower-division programs. In some states, area voca-
tional schools are authorized to grant associate degrees; this
is also true in some states for certain approved programs
offered by proprietary trade, technical, and business schools
and colleges.8 And some of the institutions, most recently
appearing on the educational scene in this country as
non-traditional institutions, offer programs leading to the
associate degree as well as the baccalaureate; Empire State
College in New York State, a public institution, and
Washington International College, a private, independent one,
are two examples. Except for Empire State College, which
has no campus, all of these types of institutions and the
specific cases cited claim a close identity with the localities
with which they are identified and seek to enhance their
communities,

These examples show how tangled is the web of
participating institutions in what can be called community
college cducation. The concept is clearly larger than any
single classification of institutions, including the community
college. This is not to say, however, that these other institu-
tions are of greater moment in the provision of community
college education than the community and junior colleges
are; such a proposition could not be defended either on
grounds of the degree of commitment to the goals and ideals
of the community college movement, or in terms of the
degree of successful accomplishment of these objectives.
Community and junior colleges clearly have the strongest
institutional commitment to the goals typically set for this
level of education, and the students attracted to them de-
monstrate, both in number and in their characteristics, a
greater accomplishment of the goals of community college
education than can be claimed by any other classification of
institutions. Several comparative studies can be cited to
support these conclusions.9 Despite their validity, however,
neither can it be said that the community and junior colleges
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are the only institutions engaged in community college edu-
caiion in the land. 4 widening number of different types of
institutions and a lengthening list of individual institutions
are claiming some identification with and recognition in
community college education.

ing Pressures for Competition
Pt tfonal Cooperation

Under these circumstances, what is to be expected in
the near future? Is the appearance of so many players in the
field of community college education to herald the beginning
of a grand competition among them from which only certain
ones will survive? Or is it to mark the start of an era of
orchestrated interinstitutional cooperation in planning, pro-
gramming, and sharing resources never before achieved? The
answers to these questions are yet to be determined, for the
evidence is clear today that pressures are pushing institutions
involved in community college education in beth of these
two possible directions of development.

Pressures for Competition

Looking at the over-all current setting of postsecondury
' education, one can see at least six factors contributing to a
general pressure on institutions engaged in community college
education to compete rather than to cooperate with each
other. First, there is the classical, traditional view among
collegiate institutions that each is an autonomous entity, free
to set its own goals and to pursue them in ways it sees best.
While this notion is perhaps identified strongest with bac-
calaureate and higher degree granting colleges and uziversities,
it is not irrelevant to'the community and junior colleges. In
the case of these institutions, the concept is closely related to
their close hold to local control and a full responsiveness to
the needs of loczl communities. This is a valuable and valid
concept ~ one to which I, myself, as an advocate of the
community college have steadfastly held. As any member of
the National Council of State Directors of Community and
Junior Colleges will attest, however, it represents a value

imitable to regional or statewide planning and coordination
and to interinstitutional cooperative action.
A second source of pressure toward competition again
73
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country. The essence of the historical value :is that the
DDhClES to gmde educatmnal mstltutmns shcmld be set by
canstlﬁlEDclES of the cglleges but which are ;t’ree from other
political controls, Once more we sheuld emphasize the im-
portance of this value to the strength of the educational
enterprise in America. But, nonetheless, the principle
followed does have the effect of encouraging individual
collegiate institutions to pursue independent rather than
collective and cooperative courses of action.

Still a third force stimulating competition among insti-
tutions is of historical making. This is the well established
practice in all states and on the part of the federal govern-
ment of recognizing the worth of both publicly and privately
controlled collezes. The Ffacts cannot be denied that this
recognition contributes to a more diversified complex of post-
secondary educational institutions which leads to a better
service of the society. Neither can it be argued, however, that
the privately and publicly controlled institutions view each
other strongly as cooperating, complementary parts of a co-
herent and cobesive educational service. While some evidence
of such a view comes forward from time-to-time, as in the
case of the survey of cooperative utilization of private junior
college resources made by the American Association of
Community and Junior Colleges,10 evidence of a com-
petitive spirit is easier to find. The recent pronouncement
of the American Association of State Colleges and Universi-
ties about the use of public funds for private colleges is a
vivid example,11

The impact of policy proclamations of influential
national study groups is another factor generating a spirit of
competition among institutions involved in community
college education. Perhaps the best illustration of this is
found in the two reports produced by the group chaired by
Frank Newman 12 They bare particularly upnn the commu

cente;ed on the questlans Df student access tc:r pc-stseconda:y
education and the means whereby college programs and
metheds of instruction could be made more relevant to
student needs. The Second Report, significantly subtitled,
“National Policy and Higher Education,” decries coordi-
nated planning as encouraging ‘‘rationalization’ rather than
healthy competition and calls for a federal role of stimulating
competition among different typEs of postsecondary institu-
tions.13 (
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Because of such policy recommendations as well as for
other reasons, the federal government and many states have
moved rapidly toward programs of financial aid paid directly
to students, and this is another factor favoring competition.
The fegeral programs of basic educational oppar: =i and
supplementary educational opportunity grants ¢ . -9
the Higher Education Amend-ivts o 1977 .. .. . ~esl
examples. Another provision of that Act; Rsw ., . aould be
noted; it is the one intended o give scverul iates incentives
to establish or strengthen their own sufent financial aid
programs. The curnulative resuiis of these programs are
massive annual payments to students to help them pursue
their college careers. The possible impact of this movement
toward implementing a “market model” in financing post-
secondary education on the community colleges has been
treated elsewhere;14 it need not be developed further here.
The indications are strong, however, that institutions of the
community college type will need to be especially competi-
tive in a “market model” fiscal arrangement to offset
advantages held by other types of institutions.

A sixth and final force generating pressuies for compe-
tition is the general realization that the population pool
from which college students will be drawn in the foreseeable
future will need to be adults other than the 18 to 21 yar
olds just out of high school. Collegiate institutions of all
kinds are discovering the adult learner who is interested
usually in college study on a part-time rather than a full-time
basis. At the present time there appears no rational plan at
hand to divide the educational labor that colleges might per-
fcvm to meet the needs of the adult learner; in the absence of
such a design, open competition for these students becomes
the only solution.

Pressures for Cooperation

Despite the pressures for competition among collegiate
institutions such as those described above, one cannot con-
clude now that an open competitive or “market model” will
be the wave of the future. Judgment has to be reserved
because there are notable pressures for interinstitutional
cooperation which seem to serve to counteract those pushing
the colleges tc compete. For the purpose of this presentation,
I have chosen six to develop briefly. The first is a look at the
other face of the coin relevant-to the last pressure cited con-
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tributing to competition; when colleges ~ee that the prospects
of continued enrollment growth are 'mited, and that open
competition may place a serious risk on their survival, they
see the advantages of a common plan to divide the limited
market. Spurred by the awareness that the acquisition of an
assigned role and scope of function in a general plan of post-
secondary education will give greater assurance of continued
operations, more institutions are cxpressing support for
cooperative planning and action that was true during the
. expansionist days of the 60s. Increasingly, collegiate institu-
tional behavior shows their belief that lf “they make the
team” they will be able to play - with a stronger sense of
confidence for the general strength and effectiveness of the
institution. Thus, we may well see during the next decade a
resurgence of what in the 50s and 60s were called “role and
scope” statewide studies, stimulated for different reasons but
working toward the same conclusions, the elimination or at
least reduction of interinstitutional fear, confusion, rivalry,
and a consequent wasteful open competition.

A second factor pushing collegiate institutions toward a
greater level of interinstitutional cooperation is an extension
of the first; it is the growing awareness of these institutions
of the need to share limited and expensive resources in order
to survive. I developed this proposition at length in a paper
presented to a conference on statewide planning sponsored
by the Education Commission of the States almost a year
ago, 15 The general theme of the paper was that each of the
passésses slgmfmant amnunts of limited and valuable re-
sources that are needed to carry on the total enterprise. These
resources are both personal, as represented by faculty and
professional staffs, and material, as evidenced by buildings,
land, library holdmgs, and the like. As the diminishing
capacity of the individual sectors of postsecondary edu-
cation to acquire #he resources they need becomes more
generally understood, the historical tendency of each to get
what it needs independently from what others have will likely
wane. Sharing available resources becomes then, both a
means to adjust to a new era of stabilizing enrollments and
one to conserve existing scarce and expenswe personal and
material resources,

In all reality, one must note that the growing indication
of collegiate institutions to act collectively in their own
behalf does not flow entirely from altruistic or public spirited
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motives. Much of it, as has been already suggested, is
prorapted by concerns for survival and the growing under-
standing that the actual presence or appearance of *“wasteful
duplication” between and among institutions of post-
secondary education is a serious policital liability. This
political sensitivity is another factor maving colleges toward
stronger cooperative actions. A dramatic illustration of this is
evident in Pennsylvania right now in the cuse of the strong
initiative expressed by the Pennsylvania Association of
Colleges and Universities to assume responsibility for a com-
prehensive study of all programs leading to academic degrees,
from the associate to the doctoral levels. For the first time
in the history of the state all kinds of collegiate institutions
offering degrees -- proprietary schools, community and junior
colleges, and four year colleges and universities, whether
publicly or privately controlled -- are taking an in-depth and
detailed look at what they are offering in their academic
programs, The genesis of the project lay in the questioning
behavior of the state legislature in a resolution by the State
Board of Education calling for such a study; faced with that
challenge the Association moved to plan the study and to
acquire funds to get it done. The Association’s member
colleges were motivated to do so perhaps by the strong
awareness of their political vulnerability before their sup-
porting constituencies if they failed to act affirmatively on
the matter than for any other reason.

A fourth pressure on colleges to establish stronger coop-
erative practices iz also illustrated by the Pennsylvania
experience; it is the strengthening insistence of palicy makers
and supporters of postsecondary education for sharper and
deeper indications of institutional accountability. While it is
true that there is real concern about the impact demands for
accountability on the institutions, it i5 also evident that one
of the results of these demands is to promote joint actions
in response. This is true with respect both to decisions made
as to how to respond to the external demands for account-
ability and to ways that protest can be expressed when these
demands appear to be causing negative impacts on the
institutions.

Backed by the manifestation by legislatures, private
supporters, and the general public of feeling that post-
secondary educational institutions should be more account-
able for performance of their services, responsible loeal, state,
and federal agencies are showing strong aggressiveness in their
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demands for information from these institutions. This
represents another pressure against which the colleges are
tending to respond by seeking to take a common stand. In
this regard, community and junior colleges are more vulner-
sble than the other types of postsecondary educational
institutions involved in this level of education because of the
requirement in most states that local governmental juris-
dictions, as well as state agencies, have a voice in community
college operations. It is a price that community and junior
colleges pay for their adherence to the principles of local
control and full identification with the localities they serve;
although generally considered to be a fair and essential price,
it is, nonetheless, a demanding one. In such Eastern states as
Maryland, New Jersey, New York, and Pennsylvania for
example, both civil local governmental units and community
college boards of trustees who represent the general public of
the community college service districts have some official
realms of autaority over these institutions because local
governments raise a part of the costs. In the Southern,
Midwestern, and Far Western regions of the country, the
boards of trustees of community colleges are the only loi:al
body with official jurisdiction over tlie institutions operation.
The point advanced here is that the responsible agencies at all
levels are demanding institutions to be accountable, that they
are doing so with an increasing display of :2gressiveness, and
that the com m.1nity colleges are vulnerable to a larger span of
this kind of surveillance than is applied to the other sectors of
postsecondary education. It is ao wonder, therefore, that
countervailing developments emerge such as that expressed
by the Council of Community College Fresidents of Illinois,
where the leadership is focusing steadily on the task of main-
taining institutional initiative and integrity in statewide
planning and coordination, and the similar agenda being
followed by the Pennsylvania Commission of Community
Colleges, again a voluntary association of the presidents of
these institutions in that state.

Finally, to be noted as a sixth force for interinstitu-
tional cooperation among institutions engaged in community
college education, is the emergence of the so-called “1202
Commissions;” these are special statewide agencies created or
designated in several states in response to the provisions of
Sections 1202 and 1203 of the Higher Education Amend-
ments of 1972. All but four of the states have moved to
iraplement this legislation, thereby, indicating compliance
with the stated intention that there would be involvement of
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all sectors and interests in postsecondary education in com-
prehensive statewide planning and coordination to expand
and improve opportunity for this level of education.16 It
should be of some interest, however, that in these actions
relatively no attention was given to the requirement in the
federal law tha/ each 1202 Commission should also establish
a special community college advisory council; a recent survey
of the fifty states found that less than a half-dozen of the
forty-seven states acting on the 1202 Commission legislation
had established or designated the correlated community
coliege advisory council.l? In justice to the 1202 Commis-
sions, they seem to merit recognition as forces for inter-
institutional cooperation and in cpposition to open compe-
tition among postsecondary educational institutions. This is
true, if for no other reason than the fact that for the first
time in the history of most states, they are ecmvmmg all of
the interests actively engaged in this leve! of education, in-
cluding the proprietary trade, technical, and business schools
and collrges. It is perhaps the work of the 1202 Commissions

thet is now begmmng to t.eke shepe in state efter state thet
as the wave of the futu:e, Thle WOrk is coneent:etmg UR
comprehensive plenrﬁng, e,rld on the identificetien of tt e
in the fleld Thls is consistent with the legleletwe menclete
which stresses the task of developing maximum use of scarce
and valuable resources while at the same time extending and
expanding opportunity and access to postsecondary edu-
cational services to all citizens. Thus, the 1202 Commissions
must be reckoned as potentially very positive forces for
inter-institutional planning and cooperation. But a conc’ inn
that this outlook will prevail is a precarious one bec )
the powerful forces for open competition that were d= = .ihe
earlier.

Regionalism and Regionalization

Against this backdrop of the current setting for post-
secondary education, it is easier to grasp more fully the
possible significance of another new development in the
field. It is the movement toward an organizational response
to a state’s needs for postsecondary educational services
which I call regionalism, and to which I have been giving
special study during the past two or three years. Only a
preliminary report <f this on-going study has been com-
piled; the findings it presents however, are quite provocative,
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and the remainder of this paper will deal with thernl® and
with the implicativas they hold for the community - .d
junior colleges aiyg with other institutious actively engiged
in community colicge education. The preliminary report was
compiled by W. Gary McGuire, a graduate acsistant in the
Center for the Study of Higher Education, arid me.

For purposes of our study, we defined regionalism as
that view of a geographic sub-section of a state (or of several
adjoining stztes) which considers all (or a number) of post-
secondary educational components collectively, and seeks to
establish a coordinated relationship of their goals, programs,
and/or resourves. That 1is the idea, the concept;
regiona.ization is then simply the acts or processes by which
the concept is put into practice; the implementation ci
regionalism is regionalization. It is manifested, obviously, in
.ome form of interinstitutional, cooperative arrnngement.

i'or purposes of our study, however, we attached
another criterion for inclusion of interinstitutional arrange-
menis into the counts of practice we wanted to describe;
this criterion was the regional arrangement to be one that was
officially recognized by an authoritative agency in the state.
This could be, naturally, the Governor or Legislature by
executive action or statute, or a state-level coordinating or
governing board responsible for postsecondary education in
whole or in part in the siate.

This matter of official recognition is important, for it is
a way to separate the concept of regionalism ss an aspect of
statewide planning ard coordination of posteecondary edu-
cation from the more general phenome:ncn of consorti..
which are more typically ad hoe, : luntary, interinstitutional
arrangements. These merit attention because: (1) they are in
some sense forerunners of regionalism; (2) because they are
in some cases coming into the process of recognizer, official
regionalism; and, (3) because they already provide soine basis
of experience from which officials considering regionalism
can profit. Identification and preliminary examination of
these consortia dates back nzarly 20 years.19 But in recent
years, the person most dizecily following this development is
Lewis D. Patterson, heasiquarierzd in the AAHE. For several
years he has praduced an zaual count of formally organized
consortiums. The 1975 count is 106. But, as he says, this is
only a small glimpse of the interinstitutional connections
emerging throughout the land:
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"Numbers at best only tell a part of the coopera-
tive movement, In the past two years new areas are
teceiving increased attention s.ch as among
community colleges, in continuing education, in
medical and health programs, in military programs,
iv. theology and in the arts. Two trends to observe
in the future will be: the movement to state region-
alization where it becomes increasingly difficult to
c/istinguish between voluntary and statutory sys-
-cwd; and a broadening of the base of participation
t include the full range of the postsecondary
coirtaunity  and  related  coramunity/regional
agencies in ccoperative arrangements,’’20

In passing, cie should note for the record, that the
achievements of coisortia, to date, are not very impressive.
Franklin Patterson (no relation to Lew, I'm told) paints a
dim view of th ir attainments as contrasted to their aspi-
rations in a bool length treatment entitled Colieges in
Consort: Institutional Cooperation _thirough Consortia.

But McGuire an' I discovered mnch stronger interest
and action in regionausm and regionalization than we ex-
pected to discover. Here, only a few highlights froia the
study can be reposted, for space is Fiyait o,

Level of Interest and Activity

Some six.7 percent (31 of 50 - ., ntes are actively
engaged in segionalism as an asp<. <{ piacniog and coordi-
nating postsecondary educational rescurces. M ost of this
activity is concentrated in the Middle Atlantic, Southeastern,
and Midwestern regions of the nation. Some correlation
seer~s evident that larger states, and th’ e with more complox
enterprises in postsecondary education, are more artively
concerned wii. regionalism than those that encompass
sraaller geographic areas or have less diversity in post-
secondary educaticnal services within their boundaries. In
several states, more than one officially recognized approach
to regionalism is operative. In some, this is because of
separate actions by different agencies, each operating within
its own spheres of authority; and in others, the same agency
is applying regionalism in different ways to different elements
of the postsecondary educational enterprise for which they
are responsible.

Altogether, the 45 regionalization patterns in 31
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different states, with the number under study nearly one-half
of the total in effect, suppori ¢ lear conclusion that aci ity
as well as interest in regionalism and regionaiization will
remain high for some time. This conclusion, furthermore, is
reinforced by the statements advanced by the state officials
surveyed to the effect that the pressures now operative to
stimulate regionalism in their states vill be at hand, at least
for the Foreseeable future.

Influercing § 2ctors

Beyond the generally observed forees in the society and
ec: :omy of the nation which create pressures on post-
se ndary education for a higher level of accountability to its

¢ -astituencies, several fuci - -~ - *0 encuurage regionalism
‘nen they exist in a statc . . .ary one is the leadersiip

ssture assumed and role pi.ved by state-level boards or
ammissions with official responsibility for the general sur-
veillance of a state’s pnstsecondary edu~-lional enterprise or
for a major segment of that enterprise. Such agency leader-
ship far outranked any other influencing factor in the reports
provided by the states for this study: 36 plans in 24 states
were 30 described.

Although falling far behind the frequency reported for
for in 12 states, and 13 regionalization plans (9 in effect
and 4 under study) this involvement was reported. The
developmental experience of other earlier organizational
chifts in American postsecondary education, for example, the
community colleges demonstrate that permissive or enabling
legislation abets the orguitizationa! change and considerably
accelerates action concerning it. Whether or not this will be a
distinguishable feature wi’h respect to regionalization, of
course, remains to be seen.

14

Finally, of note is the influential role of special studies
of postsecondary education as presently operating in the
state. Whether done as internal projects by staffs of state
agencies or special commission. or by outsi¢z specialists or

consultants for either standing ' '.~.~ auspices within the
state, the accomplishment of . udies are also often
mentioned as factors contrib: % gionalism and conse-
qguent action to implement the
3} F
i
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Patterns of Regionalization

As yet no generalizable pattern appears evident among
the approaches reported to regionalism by the several states.
Among the five patterns identifiec from the description of
the 45 vegionalization plans available, the three encompassing
most plans were:  broad regional needs -- a pattern
which seeks to meet broad postsecondary educational needs
within each of several geogiaphic regions established through-
out the state (12 plans); specific areas needs -- a pattern to
meet the postsecondary educational needs of a special.
particular geographic sub-section of a state (15 plans); and
specific pzogram or section needs - a pattern dealing with a
single academic program or a single sub-section of post-
secondary education (15 plans). Interstate arrangements -- a
pattern involving either the entire state or a sub-section of a
state with either the entire state or sub-sections of other
states aoplied to 10 plans. The remaining  pattern
(institut! .nal diversification -- a pattern of official encourage-
ment of voluntary institutional actions to complement and
supplement each other in a given area or program to develop
a greater level of diversificatior in postsecondary education)
was found applicable only to three plans.

At this moment in the development of postsecondary
education, there is no evident justification for support of any
one or even a few of the sever:! patterns identified. It may
well be the case that each can be supported as an approach to
regionalism, having in each case its own merit. Put another
way, there may be different purposes held for regionalism in
a given state which to accomplish will require different rather
than a common pattern of regionalization. This possibility is
another of the continuing lines of ‘~yuiry to which further
effort needs to be applied.

Objectives of Regicnatism

This study established clearly tha: thei- are indeed
different purposes held for regionalism ::. a particular state
and for different regionalization plans. Most states reporting
on their purposec (23 out of 24) stated that a better utili-
zation of resources was the objective pursued, and this goal
was set for 34 plans examined. This was the predominunt
purpose and reflects the pressures for more efficiency and
productivity put upon state-level planning and coordinating
agencies at this time, 388
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No other purpose was even close to the goal of more
effective resource utilization. The goal of increasing post-
secondary educational opportunity and services in a region
ran a poor second, 12 states and 17 plans. None of the other
purposes identified (improving inter-institutional communi-
cations, helping form a base for long range planning, and
strengthening postsecondary systems as organizations) were
found to include as many as 10 states or plans.

Sources of Authority

Regionalism is implemented predoisinantly by three
types of authority: administrative authority possessed by a
unit of state government, legislative authority expressed in
statutes, and authority held by established postsecondary
educational institutions. Among these three, far and away the
most common authoritative source giving life to regionalism
is that held by admi. - strative units in state government, some-
times the governor, as chief executive, but more often a state
board of regents or statewide educational planning agency.
This last was the case in nineteen states and twenty-two
plans.

To be noted, how=ver, because of the known effect 104z
legislative authorization has upon developments statewide
latures act in a common direction, is the sizeable number of
states and plans touched directly by the statutes. This was
reported to be the case in ninc ctates relating to ten plans,
eight in effect and two under study. Some further impor-
tance may be evident in that all of these were in the New
England, Mid-Atlantic, and North Central States; none was
found in states grouped into the Western or Southeastern
regions of the nation.

Contrary to the expectation first held in this study,
relatively few officially recognized reginnzl plans Jerive from
simnle authority of the postsecondar :.stitutions involved.
This was found present in four si.tes relating to four plans.
This finding is not interpreted, however, as suggesting that
few voluntary inter-institutional arrangements to meet re-
gional needs are to be found, for the facts show us clearly not
true - there are many. What it dces seem to indicate,
however, is that many of these hav. not yet been given an
officially recognized status by a state-level agency with state-
wide authority -- one essential element in the definition set to
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identify regionalism plans in’ this study. If regionalism and
regionalization continue to attract increasing attention by
statewide planning and coordinating agencies, such recogni-
tion of arrangements already set in motion by institutionzl
zction may show an increase.

Governance and Administratio~

As yet the structural arrang:raents attached to resion-
alism plans are amorphous; this seems to be the only tenable
generalization coming frori the information reported to this
study. .The fact is reflected in the paucity of information
provided in response to the relatively unstructured call for
descriptive information used in the study; while the reports
dwelt often at length on other - tters of interest, the matter
of structure reflected mu ver awareness or special
interest. When the fifteen si2 23 ar’ .wenty-four plans for
which information did come for!'  .re examined, no more
than a half-dozen or so (both of siates and plans) reflected
common practices in governance and administrative structure:
this was true with respect to use of advisory boards, involve-
ment of institutional governing boards, use of institutional
member representation, and use of state agency Yepresen-
tation.

The immature organizational status of the regionsliza-
tion approaches in organizational terms is also evident in the
fact that single, executive leadership is rarely present. Only
thrze plans in as many states were reported to have an execu-
tive director. 7

Here aghin a caveat against possible misinternretation
sho1ild be advariced: it could be quite erroneous to conclude
thet since the present evidence of structure .or governance
and aGministration is weak, movement toward such organiza-
tiony development wiil not cccur. Again, the history of
institutional davelopments tells a contrary conclusisn. The
matter needs more examination and more watching. It may
well be, furthermore, that even incipient, early expressions of
interesc in developing more organizational identity to region-
alization plans are suppressed to forestall theit heing viewed
as threais to existing institutions or other established
patterns for administering postsecondary education in a
region. When a positive, cooperative, and non-threatening
berception of regionalism can be established and maintained,
chances of implementing plans to succeed are much greater
than when the opposite situation exists.




Funding Patterns

As in the case of governance and administrative struc-
tures, this preliminary studv did not get into the question of
financing patterns for regionalization as an in-depth exami-
nation. Some useful data on nine regionalization plans in six
states did come forward. These indicated that siate and
institutional funds were most heavily utilized; fedc.al funds
seved to help two plans in {wo stetes and the same was true
for use of private funds, Orly two plans, one in New York
and one in Illinois,drew on three different sources of funds;
hoth used state and institutional funds, but, while one of the
two used federa’ funds as the third source, the other relied on
private resources

Some Tentative Conclusions

Current literature in higher education abounds with
news about the process of change in which th: nation’s post-
gsecondary educational institutions are involveil. A scholarly
Carnegie Foundation for the Advancement of Teaching,
1975);22 the executive head of a major national! higher edu-
cation association stumps the country, calling for a new
national movement toward ‘“‘comrmunity-based, performance-
oriented, postsecondary «ducation,” (Gleazer, 1974);23 the
federal government passes legislation calling for state com-
missions for “state posteecondary education commissions” to
carry on “comprehensive statewide planning” of ‘““all public
and private postsecondary educational resources in the state,
including planning necessary for such resources to be better
coordinated, improved, expanded, or altered so that all
persons within the state who desire, and who can benefit
from, postsecondary erfucation may have the opportunity to
do so0.” (Higher Edu- ision Amendments of 1972).24

All of these «luwwr. - ments, and many others in evidence
today, suggest thai nev (vms for prevision of postsecondary
education are in the making. Regionalization plans in, be-
tween, and amocng the several states of the nation, may be
one of these and that js why this study is to be a continuing
one. A graduate student in higher education at the Pennsyl-
vania State University perhaps posed the critical question, the
answer to which may well determine the future course of
regionalization in pastsecondary education as an approach to
state-level planning to merit regional needs. In the course of a
w 91
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study examining the relative roles of state-level coordinating
boards and local, institutional boards of community colleges,
he asked, “Does the matter ¢f regional needs represent a ‘no
man’s land’ in definition of local versus state authority?”
(Sturtz).25 The question was prompted by his recurrent
observation of a split in views held by local as opposed to
state officials in postsecondary education as to who should
assess regional needs for postsecondary education and should
plan for, and set policy to guide an effective educational re-

festation of awareness that the “no man’s land” exists; and
regionalization may be the way the now unclaimed domain
of service will be entered without there having to be battle
among the several existing postsecondary educational in-
terests who have a claim to the right to serve it.

Conclusion: Some Implications

for Community and Junior Colleges

Like the popular story told about the airline pilot who
got lost i the fog and broke out of it juct as the plane was
about to run out of fuel, there is good news and bad news to
be seen for community and junior collegez in the current
interest in regionalism in postsscondary education. The
positive possibilities lie in the prospects of a new leadership
role for the community colleges as state' agencies ‘officially
encourage aggregations of postsecondary educational interests
to plan and work together to meet the needs of the state on a
regional basis. Since this would be a step toward decentrali-
zation of statewide planning and coordination, it would be
a step toward localism, and this is movement in the
direction of the traditional strengths of the community and
junior colleges,

That this is not idle speculation is evident in some of
the leadership roles already being played by the community
colleges in regional developments. Right here in Florida there
is the exainple set by Valencia Community College, which in
cooperaticn with a network of other postsecondary :lu-
cational institutions over the nation, has sparked the develop-
mental program known as ‘‘combase.” In the regional plang
in eurly stages of implementation in Illinois, New York, and
Pennsylvania, the community and junior colleges are in the
forefront of the activity.

The community and junior colleges have built in ad-

R7
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vantages for leadership in regionalism. Their historical comn-
mitment to full identification with localized service areas, to
the use of citizens advisory committees, to the use of the
resources in the locality for support and enrichment of their
instructional and counseling programs, and to cooperative
relationships with other agencies of community servics ~ all
these establish a set of attitudes and a body of experience on
which leadership in regionalism can be built. No other types
of postsecondary educational institutions, with the possible
exceptions of area vocational schools and some of the pro-
prietary institution:, e the operating t - with local
communities, ao} e body of experience ir working them
that is possessed I the community and ..ot colleges.

On this basis, ariother positive outcor - zoming
out of regionalism iz a renewed or stren- 2 oo unity

tely ar: effec-
nely, 1atof

for community colivyes to fulfill more e
tively one of the goals typically set for - \2m,
improving the general condition and ¢ solity of life in their
local communities. The reasons that .. 0w w .uly was
approached as a secondary rather than pruy. .y <nic by most
community colleges were, in the first place, that the college
saw it as a lonely task demanding more regources than was
sensed were available and, in the second, that it was a delicate
undertaking which risked drawing irate opposition from other
agencies and organizations in the locality whuse interests lie
also in postsecondary educational services. Since regionalism
presumes collective action and open communication between
and among all interests in the region, these barriers would
appear to be easier to cross; and under such circumstances,
the community and junior colleges would find allies and even
new resources with which to join to the advantage and better-
ment of their local constituent communities.

Before leaping to the conclusion that this rather rosy
picture of the future will deed be creat-7, a number of
potential negative consequ es of region- i for cormu-
nity and junior colleges ne-., to bz n¢ 4. Two seem
particularly ominous from *! - nis*-rical perspec:ive of these
institutions. One is the posgibl. Ic 3 of institutional initiative
in planning and programmiiy to a new set of external
influences. This was the general theme .of an article Dr.
Eileen Kuhns and 1 wrote and which was accepted for
publication by Change magazine last fall; it is entitled,
“Communiversity: A New Challenge for the Community
College.”26 The notion of a regional network of post-
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secondary educationa! resources bandiny together in a
particular geograpine i=gion to form what he iermed a
“communiversity” was used by Dr. Samuel B. Gould in a
series of lectures he delivered in 1970.27 Regionalism and
regionalization of postsecondary educaticnal resource.: may
be movement in the direction Gould indiciited. Since, as
described earlier, these new regional arrangements are de-
veloping at least the begin:ings of new organizational forms,
there is the possibility that all participant institutions in these
arrangements wi'l losz some individual identity and initiative
(g and broader structure. At the least, a uiew set of
=wlainia Iniluences will need to be recognized and deal. with.

e course of action by community and junior « slleges
to prevent nagative consequences from such a loss of institu-
tional initiative to the broader regional arrangeinent could be
a move to become dominant in the new structuve. That kind
of action, however, could lead to another negative conse-
quence as seen from the community college perspective; it
couid generate movement away from the primary locality to
which the college is identified, to a broader geographic and
perhaps more complex constituency. Moving the focus of
institfutional concerns in that way wou!d jeopardize con-
tinuation of local control, full responsiveness to the local
constituency, and possibly the continuation of local material
and political support. Taking a contrary point of view, some
might argue that localism in the community coliege move-
ment is over-emphasized and that regionalism really should
prevail because it better serves the interest of these institu-
tions in the long pull. In a way, what kind of debate would
raise again the issues identified and analyzed thirty years ago
by Leonard V. Koos in his critical examination of -m:»
relative merits of regional versus local community colleges. *:
The debate today would need to be treated cllfferenﬂy:
however, for there are now many other interests claiming *2
serve the goals of cominunity college education which thiz
vears ago ignored or denied ihe validily of their wo: L;

This leads to my closing statement. You will notice that
these concluding remarks have addressed themselves to some
of the implications that can be szen in regionalism for
commtnity and junior colleges as institutions. I end with a
retum to the cangept of commiunity college education as a

mstxtutlon, Dn the basis of the evidenca that describes
regionalism and regionalization in postsecondary eduecation

8y
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currently at hand, there seems to be little reason for concern
about continued  progress toward accomplishment of the
goals of community college education; quite the contrary,
regionalism gives promise of a further achievement oi these
ideals. The question, then, is not whether or not the gous
of community college education will e accomplished but by
what form or arrangement of postsecondury educational
institutions, programs, and resources this will be done. The
observations taking shape around regionalism suggest that the
commuinity and junior colleges cannot control ‘““where they
go from Leve,” that the “we” who will determine the future
is a larger group, and that the leadership should start now to
seek sharper understanding of the roles community and
junior colleges can and should play in the new larger
arrangements through which postsecondary education in
America will likely function in the future.

90
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CHEATING ANEYVYIRONMEN P FOR LEARNING
hy
John E. Houeche

Is it possible to create an environment for learning so
powerful that low-achieving stadents stay ir college, achieve
passing marks in courses, and enjuv the experience? There is
now evidence that some community colieges have not only
developed such therapeutic clima*es biat cin document re-
sults,

As aresult of a three-year longitudinal study * related to
this auestion, Professor Qscar Mink and T have examined
selected euvironmiental factors in the twelye participating
colleges as they relate to greater student retention, improved
levels of learning, and better student motivat ion,

Mink and [ have found that the creation of such a
growth-oriented climate is dependent upon all who comprise
the organization -- from trustees and administrators to stu-
dents and faculties. But the stage is usually set by the formal
organizational leader, normally the college president.

Creating such an environment is not an easy under-
takirg. It requires that Board members and administrators
take seriously the notion that community c¢olleges exist to
facilitate lzarning. It requires the college to accomodate
individual differences. It necessitates institutional and organi-
zational change and brings about and reguires additional
funds for staff development.

I am reminded of ore community college where a bold
president decided to get serious about the business of helping
students stay in college and learn. With Board support, he
arranged to transfer to other colleges in his district those
teachers who had reservations about the abilities of urban
Black vouth to stay in school, to succeed, and to go on tr
“real world” success. He insisted that those who remain un
campus and those newly recruited to the teaching and
counseling staffs be committed to the notion tiat students
can learn, and that teaching and counseling success would be
measured against such student success. As a result, the college

*Funded by the National Institute for Mental Health
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created an environment so powerful that students in this
metropolitan seiting came early and stayed late. A sense of
pride developea abouf lhe institution. the teachers and
counselors, and the students who studied there,

A therapeutic learning environment requires human
caring and involvement by all professionals on the college
staff. From Rosenthal and Jacobson’s study of teacher expec-
tations, we realize that the most powerful predictor of
student success in any environment is likely to be what the
individual teacher believes to be true of any student. Thus,
teacher expoctations (what teachers believe to be true of
students) are probably the key factors in the design of a
therapeutic environment for learning.

This evidence creates major problems for us, since our
culture has long insisted that not all students are worthy -
much less capable - of success. American education has
served to sort students to the extent that 30 pev cent of all
first-graders who begin the public school experience never
graduate from high school. Even more disconcerting, of those
who enroll in universities (our very best students), 50 per
cent never complete the baccalaureate experience. I know
what the time-honored sages say to explain the process. They
say, “The students had different objectives; and they met
their objectives and went on to get married or to enter the
job market.” That might be true! But I suspect it is not!
I suspect that the students become either turned off, tuned
out, bored, or discouraged, and that they leave school to
pursue other objectives that are more in keeping with the
real world.

Over the past several years I have heard several college
classes begin with the instructor explaining to his students
why most of them will not do well in his class. [ do not mean
to generalize from these few specific cases to all communily
college teachers. Most community college teachers are com-

emphasize that when teachers have any doubts about the
ability of students to learn, those doubts pervade their be-
havior. Mot all teachers would stand in front of a cilassroom
and tell the class that many of the students will not do well;
but they may still harbor the same thoughts, and those expec-
tations will eventually be perceived by the students.

Expectations (positive or ilegative) are communicawed
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daily. I may or may nnt have arything to do with the words
we use. For example, [ had a graduate professor who told us
the [irst time the class convened that he was there to be of
assistance to us and that, should we have any problems, we
should merely seek him out. What the words on this page
don’t communicate is that his facial expression communi-
cated anger, impatience, even hostility! What he really
comraunicated to us was that under no circumstances should
we bother him. His non-verl:al behavior was so inconsistent
with the words he uttered that we perceived the real message
to be one of: “Leave me alone or you will be in trouble!”
Most of us correctly heard the message.

In our NIMH study, Oscar Mink and 1 have assisted
community college teachers and counselors in understanding
and practicing behavior that comravnicates positive expecta-
tions and feelings to students. 1

Community college teachers have always insisted that
they are “student-centered,” “caring,” and *‘willing” to do
what is necessary to help students learn.” Let me suggest
several ways by which teachers can demonstrate caring or
show positive expectations for students.

1) Teachers should know their students. I know this
sounds so simple as to be almost trite. What do we mean by
“know students?’’ I mean, know the student as an individual,
ag a unique human being, to the point that you can call his
name not only in class, but on the campus or in the student
center. | was speaking at a community college recently and
offered this same suggestion. A history instructor in the back
of the room stood up and said, “l teach five sections of
American history and have over 200 students enrolled this
quarter. There is no way that I can learn the names of all
those students.” I asked him, “Would you like to know their
names?” He responded, ““You didn’t understand. I said I have
over 200 students and there is simply no way that I can learn
the names of all those people.” I asked him again, *“Would
you like to know their names?”’ He responded a third time,
“It can’t be done; and furthermore, students don’t care if you

1For in-depth treatment, readers are referred to William
Glasser’'s Reality Therapy. New York: Harper and Row, 1965
and Oscar Mink’s The Behavior Change Process. New York:
Harper and Row, 1970. T




know their names.” He then blurted out, **And besides, they
don’t even know my name!” [ asked him again, “Would you
like to know the names of your students?” He finally under-
stood my point. The truth is that any teacher can learn the
rnames of their students in a very short period of time, provid-
ed knowing the names of students is a high teacher priority.
It may require that an instructor devote the first few class
sessions to really getting to know students and for them to
know each other, but we are finding that the *‘sacrifice of
immediate content coverage” is actually a sound investment
in student learning,

In our study, we are finding higher retention, better
achievemnent, and greater self-direction among students where
teachers “invest time” in students. Several teachers report
that students now master content to higher levels than was
the case when all learners were immediately plunged into the
varied reasons for Columbuls sailing west in 1492,

2) Teachers demonstrate caring or expectatlons by
attending to each stuclent "Over the past two years | have
been working with a local school district on a project to
evaluate classroom teaching. Last fall I observed a fifth
grade social studies class that was composed of 65 per cent
minority children, The classroom teacher knew that I would
be present, and she had carefully primed and motivated her
students to do well for an outside visitor. The teacher used a
Socratic, didactic method of teaching: she would talk for a
few moments, then ask a question. The first question she
asked had excellent response - every single hand in the room
was in the air. The teacher called upon a pretty blue-eyed,
blond-haired girl. By the time the teacher had asked the tenth
question, she had not called upon a single minority student.
Accordingly, the numbers of minority students who kept
raising their hands decreased with each guestion. At the end
of the class, the teacher was ecstatic, saying that this had
been one of the best classes she had ever taught. I asked how
she explained the number of students who did not raise their
hands ufter the first few questions. She responded, “If you
had ever taught elementary school, you would understand
that. Most students read the first page or two of a chapter
and then they don’t read anything else.” I then described
what I saw happening to her and poinfed out that it took ten
questions before she called upon a Spanish-speaking student,
She blurted out, “I didn’t realize that. It wasn’t deliberate on
my part.”’ The teacher had not given any tests yet, and she
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honestly did not know vhich students might perform best
on her evaluation efforts. Ste had been told, however, that
she had some *“‘good” students in her class, These “good”
students had been identified by other teachers who had had
them in their classes previously, and this teacher was commu-
nicating her expectations by repeatedly calling upon these
same students. She knew they would not disappoint her.
At the same time, she was communicating to the other stu-
dents in the room that she did not honestly expect them to
do well. It was little wonder that after ten minutes of class
time, most of the minority students were looking out the
window, reading comic books, doodling, or simply looking
bored. This example simply serves o derionstrate that what
we honestly believe to be true of our siudents is communi-
cated by our daily behavior,

[t is important here to emphasize that “caring” is more
than a feeling or attitude on the part of an instructor.
*Caring” 1s communicated to students by what teachers say
and do. Teacher behavior is what students observe most.

3) I‘emherg demonstrate caring and positive expecta-
tions by affirming students as “OK" people, I refer here to
the al ability of the teacher to be a warm human being with the
student. S0 many of us get into teaching because of our need
to feel OK ourselves that we never allow the students to be
anything more than ‘‘a student.”” We need to be aware that
community college students need constant reaffirmation,
since so many of them come out of experiences that leave
them feeling they are not so OK.

Most human behavior is guided by the individual’s own
belief that he can or cannot do something. If we ever believe
that we cannot do something, then our chances of doing it
are rather remote. If students are affirmed in terms of teacher
expectations to be OK as people, their own motivations and
attitudes will certainly improve. Our study documents this
rather dramatically.

4) Teachers demonstrate caring and positive expecta-
tions by gwlng of themselves t tc: students. It is of little value
o say that you are available to students if in fact you are not,
Students quickly know how accessible teachers are. They also
quickly learn how willing teachers are to be interrupted or
bothered. Office hours mean little in a commuricy college;
accessibility to students is the key. A teacher who will take
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time to seek out students demonstrates caring and positive
expectations. On several visits to Ll Centro College, [
watched the writing lab instructor go into the Student
Center and ‘‘round up” her students before the writing lab
class began. Shke was not only giving of herself to her stu-
dents, she was also communicating to these students, *I am
not going to let you miss class. I care too much about you to
let you shoot pool or dance while class is going on. T am
taking responsibility for seeing that you succeed.”

During the past semester, [ was invited to meet with the
developmental studies faculty at Santa Fe Community
College. 1 found that 93% of all students who began their
program last fall completed the entire year. 1 also found that
whenever a student missea a class, he was visited that very
day by his instructor or by a peer tutor. Giving of yourself
pays off in unheard of ways.

5) A fifth indicator of teacher caring and positive
expectation pertains to what [ call daily “monitoring” of
student achievement. I am not referring here to the more
traditional pop quiz. Rather, 1 am suggesting that teachers
need to survey student performance on a daily basis (with
developmental students, twice a day during the first month
of school is not too frequent.) Students need reinforcement,
and teachers need to know when student confusion occurs.
Daily monitoring of student learning is one way of finding
out when students become confused, and being able to assist
a student at his precise moment of confusion is the best
remedy for his problem. For the student, daily monitoring
provides continual reinforcement and helps him realize that
he can learn and that he is being giten every opportunity to
succeed. All of us like positive feedback; and the more imme-
diate it can be, the more powerful it is on our individual
motivations and attitudes. Any teacher who waits three or
four weeks into the semester to assess student achievement is
simply waiting too long to positively affect the student’s
motivation and attitudes.

Obviously, the list could go on. It is important to close
by emphasizing that powerful learning environments have
been developed in community colleges around the nation,
and we now have hard data to document their impact as
messured by better retenti~n, improved achievement, and
greater student self-direction.
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PLANNING: IS IT WORTHWHILE?

by

James L. Wattenbarger

The idea of my asking the question “Is Planning Worth-
while?” seems a little ludicrous since most of my professional
career has been devoted to planning and the value thereof,
The fact that planning might not be worthwhile is something
that never really occurred to me. Planning is sort of like
“apple pie and motherhood,” all those things that one
accepts as being something one must do.

There are places, however, when one can evaluate
whether the kind of planning that is done is really worth-
while. For example, we do hear criticisms of planning which
are valid and really hit a chord of response, particularly
among those who are not in adminiscrative roles in
institutions. The cri’icism that planning is an activity of the
administration is one which, in some instances, represents
a valid criticismn, Planning has, in some instances, been un-
successful or partially successful because it has been carried

Enarson wrote a speech recently in which he was being very
critical of planning activities as found in many colleges.
Enarson referred to planning as an art, but mostly a bad art.
If planning is a bad art, such a state must have come about
because the artist himself has not applied proper methad-
ology in developing the plan. A second criticism is that
planning most often consists of accumulating data, a mere
collection of facts. You are familiar with the stacks of IBM
printouts which sit on people’s desks or in the corner gather-
ing dust because they are simply an accumulation of facts
and information--with no purpose. One of the difficulties in
making projections for the future is that such projections are
based on data obtained from the past. Often those data are so
inadequate that all one can do is to play the computer games.
In this instance, planning has been resolved into a simple
little computer game. In fact, one of the interesting stimu-
lations that people use in the planning is a game called Monte
Carlo.

A fourth problem in planning is defining problems too
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narrowly, looking at the trees instead of the forest; express-
ing concern with minutia, instead of the big picture.

On the other hand, a fifth problem is that planning is
defined too broadly. One never gets an answer because the
plan is defined so broadly that it has no meaning. A sixth
criticism which we often hear of planning, is that it is sort
of chasing rabbits, Here again Enarson described a metaphor--
an untrained hound dog that is in hot pursuit of a bobcat,
unless watched carefully, will turn off of his trail when a
rabbit crosses the track and go after the rabbit. In other
words, a lot of our planning ends with nothing happening
because, although we are in the process of chasing a bobcat,
we end up running after a rabbit.

In spite of all these criticisms and comments about the
validity and need for planning, one also sees many examples
of the benefits of planning. Planning must be both long- and
short-range. It must consider human resources as the most
important kind of rescurces. The legislature, about ten years
ago, became concemed about planning in our State--all
through the various levels of our State government. In the
late 1960’s and early 1970, they passed several laws which
made planning a matter of requirement and not something
of choice. For example, the Government Reorganization
Act of Florida requires that heads of departments “compile
annually a comprehensive program budget covering such
periods as may be required; reflecting all programs and fiscal
matters relating to the operation of his department, each
program, or sub-program, and acting therein in such other
matters as may be required by law.”’ In other words, Florida
law does not really give one the option ‘‘to plan or not to
plan;”’ it requires planning! In addition, it requires that
planning be done using six-year data from the past and six-
year data projections into the future. This is similar to laws
found in other states.

Planning is not merely a concern of Florida government.
Someone said planning is mainly designed to help us avoid
the mistakes we are liable to make anyway. Planning really
becomes an activity which we carry on to take the best
advantage-no matter what happens. If we have good plans we
may not be able to follow them exactly, but at least we will
be better off than if we have no plans,

About a year and a half ago, Lee G, Henderson, State
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Director of Community Colleges for Florida, took a summer
period off; and with help from the Southeastern Community
College Leadership Program (jointly sponsored by The
Florida State University and The University of Florida),
spent some time traveling around the country looking at
what other states were doing inh planning for community
colleges. As a result of that trip, he wrote a monograph
dealing with state planning in Florida. In this monograph,
Henderson emphasized several things that warrant particular
attention. First, he talked about educational renewal being
a basic part of the philosophy of planning. He defined edu-
cational renewal as a process whereby goals and objectives
are continually modified to meet the changing needs of
clients. In other words, the objective o planning, that this
Institution and the other institu‘ions i the State would
have as a major goal, would be educational renewal,

As a result of this, planning must be based upon three
very important elements. There must be the identification
of clearly stated goals; there must be a way of evaluating how
well the goals are met; and, there must be a methodology for
identifying alternatives for future actions. In other words, the
responsibility in planning is to approach the problem as a
change agent. Now change agents are not always very success-
ful. In fact, a book by Bushnell outlines some of the reasons
why change agents have been unsuccessful in several specific
situations around the country. One of the things that Bushnell
noted in his analysis was that when you try to change only a
part of an operation and do not try to reconstruct the entire
operation, you will not be successful, For instance, he was
been trying to develop some innovative procedures in elemen-
tary teaching.. After a year and a half of not being successful,
they brought in a team of people to try to discover why the
experiment was not being successful. One of the things they
discovered was that although the teachers had very quickly
and willingly jumped in and become involved in a number
of innovative processes in the classroom, others were still
evaluating the teacher and the student on the same basis
as before. Now, how can anything happen in this sort of
situation when the evaluation at the end of the experience is
based upon another methodology entirely. No wonder the
innovation was falling flat. Bushnell observed this as a
reason why change agents are often unsuccessful in accom-
plishing change.
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Therefore, the planning activity must include the whole
picture, not just a part of the picture. In other words, we
have to diagnose the problem, formulate and reexamine our
objectives, We have to identify the constraints that keep us
from accomplishing our cbjectives, We have to select several
potential- solutions and evaluate each of these solutions as
they relate to each other, and then implement the most
viable alternative. Basically, planning is the proposition of
saying in specific terms where you are going and how you
expect to get there. It is a vehicle which you can use to shape
the environment rather than merely reacting to what the
environment does to you, It is a way of establishing sound
guidelines which permit one to operate effectively and
efficiently without having to develop new programs or pro-
cedures to meet new situations. In other words, you have a
situation that is already partially there. It is a way of defining
stability without becoming stagnant. Actually, you might
even call it dynamic stability. It enables ane to examine
progress in relationship to where you think you want to
go--your goals. It permits you to establish priorities and look
at alternatives without having to take action before those
alternatives prove to be wrong. It helps make good use of
limited resources. It provides an appropriate and intelligent
rationale for making decisions,

The real problems in planning are not those criticisms
I mentioned earlier. There are some very real problems of
planning. Let’s look at those for a few minutes.

We are involved in higher education and trying to re-
emphasize a purpose; something we have never done before.
One of our big problems with planning is that we have been
concerned with outputs when previously we have always
been concerned with inputs. Most of our planning has been
input oriented planning. We plan all the things we are putting
into the situation and give very little attention to planning
what we expect the results to he from these benefits. There-
fore, our planning has difficulties because we are not looking
at the whole picture. A second problem relative to planning
is we often look at the product not giving enough attention
to the process. I do not know how many states planned
community college programs which are now in nice volumes
but not implemented because no one paid any attention to
them after they were donhe. The process of those particular
plans was not a good process because it did not resultinaction.
This quite often happens in planning, particularly where the

106 131



planner is someone from outside who is not vitally and
integrally involved in the operation.. The third problem is
very closely related to the second. I mentioned earlier that
one of the criticisms of planning is that it is often viewed
as an activity of the administration, If it is an activity of
the administration, then it is going to be a limited type of
planning and probably less than successful. An important
decision in the planning process is who should be involved
in the planning. This is a real problem. Everybody must be
involved to some exterit. In the college community it in.
volves the students, the faculty, the administration, the
trustees, and the citizens in the community. Each of these
groups may not be involved in all the same way and in equal
measure, but all of them must be involved in an appropriate
measure and in appropriate ways. This is an important part
of the praocess of planning.

A fourth prablem is the decision concerning the levels
at which decisions are made. One of the difficult problems
your institution faces, as well as othe institutions in Florida
and around the country, is the relationship of the classroom
teacher, the individual faculty member, to the department.
Which decisions does an individual teacher make and which
ones are departmental decisions. If you are in a large
department where there are fifteen teachers teaching the
same subject, do you clearly understand which decisions the
teacher makes about evaluation methodology, textbooks,
course content, and which decisiohs are made collectively by
the department? Secondly, stepping beyond that, which
decisions are made by the department and which are made
by adivision (when several departments comprise a division)?
Whete does the decision level for various kinds of decisions
remain? Which decisions are made by the campus as differen-
tiated from the college as a whole? One that often concerns
people particularly these days is, what decisions are to be
made by the local administration or Board of Trustees and
which are to be made by the State? Lyman Glenny and Bob
Mautz are currently championing a conclusion which may or
may not be true. They are gathering evidence which indicates
it is true and I think some of our recent experiences in
Florida may indicate that it is true. Coordinating boards,
such as the Florida Board of Regents and the Florida State
Board of Education, have lost a great deal of their responsi-
bility and authority in very recent years, Unfortunately this
loss does not return authority to the institutions, which
is the way most everybody would have hoped it would go;
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but instead, the authority is passed on to the legislature.
Coordination activities have been taken over by the legis-
lature. Decisions are being made by the legislature in various
states which formerly had been made by coordinating boards.
Most people in professional education do not think this is
a positive direction for decision making. This is a very impor-
tant decision in reference to the process of planning. The
level at which decisions are made has a very integral part to
play in the whole planning process.

A fifth problem, which is a very real problem in plan-
ning, is the ability to obtain comparable data. You cannot
compuate course with course, division with division, campus
with campus, college with college, unless you have data
which are comparable. Using common terminology, the
simple piece of data, like defining a full-time equivalent
siudent, is a very difficult problem. Lou Bender and I have
a numher of years. We have tried for five years to get the
fifty state directors to come to a common agreement on what
is a full-time equivalent student. This is impossible. The
reason it is impossible is because each state has defined
full-time equivalent in ways that are indigenous and ad-
vantageous to that particular state and situation. To execute
any sort of a change would upset procedures. So, there is not
much we can do to get a common definition for a full-time
equivalent student for all 50 of the United States. Credit and
non-credit is another problem area for obtaining comparable
data. Many reports are conflicting with other reports since
the data hase is not the same.

The sixth problem in planning is differentiating between
short-and long-range planning, It is sometimes necessary to
head in one direction to achieve short-range goals and then
reverse your field, so to speak, to attain long-range goals. This
is not always well understood, not always adequately ex-
plained and not always carried out. And that fact causes
another kind of problem, the seventh problem. The seventh
problem is based upon a philosophy of futurology. I am surxe
that you have heard of the Hudson Institute. Herbert Kahn,
Director, describes two types of futurology needed in order
to accomplish operational planning. There is descriptive
futurology in which one predicts what is going to happen in
the future and then adjusts his actions to accomodate this
prediction. The other kind of futurology is called normal
futurclogy. Normative futurology looks at what may happen
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in the future. One then takes action which will affect that
future. In other words, in planning, you can either control to
some extent what happena in the future by using a philosophy
of normative futurology or you can merely react to what
happens in the future by using a philosophy of descriptive
futurology. I think the dichotomy between these two kinds
of actions really has a great deal of influence on the kind of
planning you may do.

But what do we know about the future? J.W. Forrester,
who works for Westinghouse, said there were three things we
know about the future: first, it will not be like the past (we
kncw it is going to be different from what the past has
been); secondly, it is very likely that the future will not be
like we think it’s going to be; and thirdly, the rate of change
will be faster than ever before. To the three items that Mr.
Forrester mentioned, Green and Winstead added a fourth--
Murphy’s Law. Murphy’s Law says that if anything can
possibly go wrong, it will. So if we know the future is not
going to be like the past, we know it’s not going to like we
think it’s going to be, and we know that the rate of change
will be faster than ever before, and that if anything can
possibly go wrong, it will; we do have a problem in planning.

The planning process must take into account both the
real and unreal problems and must follow some very essential
steps. First, you cannot plan without some sort of organi-
zational structure. There are five major functions within a
college operation. These functions are the executive role, the
academic and instructional role, the student personnel service
role, the business operational role and the research planning
and development role. In most of the colleges in this country,
the last function is inadequately handled and has little if any
organizational structure. Fortunately, in Florida this is not
true. The development of the Interinstitutional Research
Council at Gainesville has given us a basis for doing research
that has mutual value for all Florida community colleges.

The second step in planning, after you have established
the organization, is determining the institution’s objectives.
Here again we have been fortunate in Florida in having a
role assigned by the Legislature. We also have very excellent
leadership at the local level which has aided in the estab.ish-
ment of specific objectives for each institutions. For example,
it's very impressive to see the differences between the various
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community colleges in Florida that are coversd by the
legislatively assigned role. Your particular institution, with its
emphasis on astronomy and the space industry has a role to
play that is very different from other institutions in the
State. Other institutions have their own types of specialties
which gives them a reason for relating to their own
community.

A third step is to clarify and quantify the existing state
of the institution-where we are, where have we been? We
have to analyze our existing program. The self-study process,
which all of our institutions have carried on, has been an
important part of this action. In carrying out a self-study,
Green and Winstead, listed the kinds of data which seem to
be essential in the development of planning. First of all, an
jnstitution has to clarify its own mission, It has to take what
information it has from laws, regulations, and other places
and clarify its own mission --- clarify it in a way that can be
carried out in the local situation. Secondly, an institution has
to look at its environment. It has to look at the economy
within which it is existing. It has to look at the political
structure within which it exists. It has to look at the kind of
iocal influences that affect its daily life. Thirdly, an institu-
tion has to look at its capabilities. What is it capable of doing
and what does it need if it's going to be more capable?
Fourth, an institution has to make certain of its part in the
total picture of higher education.

On the basis of this information, the institution has to
quantify and qualify its own goals and objectives for an
immediate short-range plan, as well as along-range plan. Then,
the institution has to develop stragegies and programs which
carry out these goals and objectives. In some instances it may
have to establish priorities and schedules because all things
cannot be done at the same time. This is particularly evident
when resources become more scarce. There have to be some
basic decisions about what is going to be emphasized and
given first priority. There must be an organizational structure
set-up to carry out these particular priorities, Resources must
be allocated to achieve these priorities. The final step, which
we often do not take, is the process of evaluation.. There
must be a well-developed and continuous methodology for
evaluating where we have been, what we have done, and how
well we have done it.

After “ese things have been done, then we can develop
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a model for what we would like the future to be. Actually,
this model ought to be based on both normative and descrip-
tive futurology. We ought to project the future, assuming we
can control certain factors in the future. And finally, we
ought to blue-sky a little bit and develop a scenario which
describes what we would like the fut' ce to be. When we have
found out where we are, where we would like to go, and
where we are likely to go, then we can identify the gaps in
between these points. That’s the action we need to plan.

When one asks if planning is worthwhile, I guess it be.
comes 4 iolish question. Planning is not only worthwhile,
it’s esse..’ M, necessar. and required. The most important
part of planning, the item I would want to emphasize most,
is that it is a process which involves the entire college commu-
nity and it is far more important than the product you would
have in the end without the process.

1316

11



'i' ',' { 't"l ' 'A_',A., l', 'l_'h',',l,', 'i' s u'm;’g «L

(XY

u, ';',u";' 'gn'ﬂ 'a_”, '. 'gu. 'L,' 'l: ,,' 'A.;! 'A'ﬂ,' l'

U uu'n &' io',l" f ‘U. 'L i !e'—l. ;, ¢

PRESIDENT

Maxwell C. King

BOARD OF TRUSTEES

Brig. Gen. George F. Schlatter, Ret., Chairman
Ralph M. Williams, Ir., Vice Chairman
Mr. Palmer W. Collins
Mrs. J. J. Parrish
Mr. George Ritchie

UNIVERSITY OF CALIF,
.05 ANGELES

90T 23 1976

CLEARINGHOUSE FOR
JUNIOR COLLEGES

A A A A A R R R R R R R L R TR R K R I AT R TR L IR AR

"y

[

I TR RS R TR AT
o

L IET]
[

A

O X O T A

FUTTTTUTUUTToR

S S o R O T O T X T
Zaldhdd ot H"'H Il

117




